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Extending the Challenge:

Working Toward a Common Body of Practice for Teachers

Concerned educators have always wrestled with issues of excellence and pro- v
) ,fessdona],deve10pment It is argued in the paper, "A Common Body of Practice
'7; for Teachers: The Cha11enge of Pub11c Law 94-142 to Teacher Education,”* that
. the Education for A1l Hand1capped Ch11dren Act of 1975 prov1des the necessary im-
| petus for a:concerted-reexam1nat1on of teacher education. Furtﬁ%r, it is argued
that this reexamtnation shou]d enhance the processlot establishing a body of
- dknow]edge common.to the ‘members of the teaching profession. The paper continues,
N then, by odtiining clusters of capabi]dties?that may be included in the common
:body of know]edge% These clusters of capabinties provide'the basis for the fol- -
710wing‘hater1als.
The materia]srare oriented toward assessment and development. First, the
¥, - various components, ratdng sca]es, se]f—assessments, sets of ohjectives,'and're-
spective rationaTe:and knowledge'bases are designed to'enable.teacher édocatOrs
toassess current practice relative to the know1edge, skills, and commitments
outTined in the aforementioned paper. The:assessment ds conducted not necessaridy
to detenntne_the worthiness'of-a program or practice, but .rather to reexamine cur-
rent practice in order: to articulate essential common elements of teacher educa-
tion. In effect then, the "challenge" paper and the ensuing matertfals incite
) further d1scuss1on regarding a common body of pract1ce for teachers
. . ' Second, and close1y aligned to assessment, 1S the deve]opmehta] perspect1ve
| offered by these materials. The assessment process a]]ows the user to view cur-
rent practtce on a developmentaﬂ continuum. Therefore, desired or more appropriate

o

pract1ce is read11y 1dent1f1ab1e “On another, perhaps more important d1mens1on, ’

o

the "cha11enge".paper and these materials focus d1scuss1on on preservice teacher :
- . . %
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education.” In making decisions regard1ng.a common body of practicev 1t is essen-
e tial that spec1f1c know]edge, ski1l and commitment be acqu1red at the preserv1ce
level. It is also essential that other additional specff1c_know1edge, skill, and:
commi tment be acquired as a teacher is’inducted into the profession and matures
,with years of experience.. Differentiating among these TeueTs of;professionaT.'v

v

development is paramount These mater1aTs can be used in forums in which focused
{

~

discussion will expT1cate better the necessary eTements of pregervfce teacher

education. This explication will then aTTowlmore.product1ve d1scourse on the -
necessary capabiTjties of be€ginning teachers and the necessary capabintieS'of
_gexperienced teachers. | | | o
In brief,'this work is an:effortlto capitaTize.on the-creative‘ferment of
the teaching profession in striving toward excellence and professfonaT deveTop-
ment. The work 1is to'be-viewed”asJevoTutionar;"and formative; Contributions
“from our coTTeagues are heart11y weTcomed -o Coe B

’ -
This paper presents one module in a series of resource mater1aTs which aré

designed for use by teacher ed ators " The genesis of these mater1aTs is in the

4

ten "clusters of capabilities,“ t11ned in. the paper, "A CommonéBody of Practice .

for TeacherS' The ChaTTenge of Pub11c Law 94- 142 To Teacher Educat16n;" which

form the proposed core of professionaT knowl¢dge needed by profess1ona1 teachers ‘
who will practice 1h the woer of tomprra;“*Thevresource materials 'are-to beﬁused;,': Lot
by teacher educators to reexam1ne»and enhance their current practice'in prepar1n§ |
classroom te hers to work competentTy ‘and comfortably with children who have a
wide range ozg:ndTV1duaT needs Each moduTe provfdes further eTaborataon of a : . ;._
spec1f1ed "cTuster of capab111t1es"——1n this case, assessment and evaTuat1on pro-. |
cedures. This part1qu1ar moduTe is a rev1s1on of an earlier moduTeaTTnueToped by | "
the authors for the SchooT PsychoTogy Inserv1ce Tra1n1ng Network Department of
Psychoeducational? Studies, Un1vers1ty of M1nnesota, d1rected by James Ysseryke, - .";j

and Richard Ne1nberg .This moduTe was one of severaT or1g1naTTy deveToped under

the ed1torsh1p of Thomas OakTand Un1vers1ty of Texas, on the top1c of non b1ased

assessment. B
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| \\ e -ASSES._SMEN.'LAND EVALUATION PROCEDURES

:' The competency doma1n which 1nc1udes knowledge and sk111 1ﬂ'"assessment

o}

'and eva]uat1on procedures"'1s one of, critical 1mportancé in fulfilling both.the ™~

, mandate'and spirit of Pub11c Law 94-142. 1In the past, teachers_have tended to
.tunction as recipients ot'assessment and evaluation results. These're3u1ts'
were most frequentTy'presentedltoateachers in justitication for whatuM1agnostic
: specialists thought.should be'done;with or to 1hd1v1dual students. )

Today, classroom teachers are called upon to be much more actively involved *
in student assessment and eva]uat10n - Their participation is 1mp0rtant to the
1nterd1sc1p11naryievaluat1on process, and their ability to assess student skills
and progress is v1ta1 to carry1ng out the Ind1v1dua11zed Educational P]an (IEP).

To carry ‘out these. respons1b11;t1es on the one hand teachers heed to know .
much more about issues and assumpt1ons involved in trad1t1ona1 methods of
psychoeducat1ona1 assessment. They need to be familiar with both the uses and
abuses of diagnostic.assessmentsandlthgy need to be sensitive to the biases __
Which often enter into these assessments. In effect, they must be enlightened
consumers and monitors of this process.

On the.other.hand, téaghers need to be betteriabie to participate'actively
in asSessments which focus-less on student characteristics and more on student
skills, student needs and the 1nstructiona1 environment. It is in this area

that Public Law 94-142 most’ cha]lenges those 1nvo1ved in the assessment proéess

The principle that student assessment should 1ead to an individualized program °

\)

o appropr1ate to thghheeds of the 1nd1v1dua1 ch11d requ1res far more than the

categor1zat1on of children through d1agnost1c procedures. -On the contrary, .

€

Public Law 94—142 requ1res that a student's present sk111s be known and progress



toward reasonable goa1s be monitored This requirement in the assessment
process distinctly falls in the realm of good teach1ng
The materials presented here are designed to prov1de facu]ty members of

- s

colleges of educaR1on with information and activities to he]p prepare regu]ar

"class teachers to undertake the1r vita] role in the assessment and eva1uat1on

process. The contents focus on what teachers shoutd_know about standard1zed

psychometiric eVa]uatidns and‘aiso on'assessment proeedures'which can and ought v
to be carried hut by classroom teachers themselves. Since this module 0n1y |
outTines a few‘of_the most important issues regarding'assessment'and evaluation
procedures, references have been lfsted in the back of;the‘modu1e‘that e}abqrate_“

on these issues. | ‘

1

Other modules in the total set are related to this topic. The following

- should be noted in particular:

9A: Writing goals, ob3ect1ves‘\and IEPs ;
fmw-loA;QNEducatingwhandJcapped children: _Judicial and 1eg1s1at1ve

influences; \

r—

8A: Foymal observation of students' social behavior;

S

4A+ The functions and responsibi1ities of SUppont'peggznnel.

3



Contents

Within this module are the following components:

- - . Page
Set of Objectives. The objectives focus on the teacher educator 5

rather than bn‘a student (preservice teacher): The objectives: iden- S
tify what .can be expected as- a result of working through the materi-

als. The objectivés which app]yhfo teachers are also identified.
They are statements about skills, lmowledge and attitudes which - | ’ .
. ) 8 . . . "W
should be part of the "common body.of practice" of all teachers. -
. : - _ ,

A J

Ratfng Scales. Sca]es,are_included by which a:teacher educator 6

coU]d, in a cursory way, assQSS'theJdegrge to which the knowledge
and practices identified in this module are prevaTent in the exist-
ing‘teacheh‘Iraining program. The rating gca]es also provide a

‘catalyst for further thinking in each area. o ~
. . AN

Self-Assessment. Specific test items"weré developed to détermine | 7
é_user's working know]edge‘of the majdr concepts and princiPles

in each subtopic. The sé1f¥éssessment may be used as a_prelassess— 
ment to detenmine'Whethér one-would finh it worthwhile fo go through
- the mod;1e; or as&a se]f-check after the materials have been worked

through. ~ The self-assessment items &1so can serve as examples of

mastery test questions for students.

+

Rationale and Knowledge Base. The brief statement summarizes the 10

knowledge base and empirical support for the selected topics on bﬁpil

’

assess:. 2nt.» The more salient coneepts and strategies are reviewed.
A few brief-simu]ations/activiiies:and questions have been inte-

grated with the rationale and knowledge base.

-3-
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Page

Bibliography. A partial bibliography of important books, articles 80
and materials is included after the 1ist of references.

_ : S o x . )
Articles. Five brief articles (}eprOddced with authors' permission) 82 |
—_——2 e - ,
accempany the aforementioned components. The articles support and ' .
expand ‘on the knowledge base’ - | - \/ - -
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| Obiectives

4

-

On comg]et1ng this modu]e, you will be ab1e to identify appropriate "and R g
1nappr0pr1ate procedures for assess1ng students w1th cons1derat1on of the fol- -

Towing conceptual, methodological and.ethical 1ssues.'

- ' 1. The festing debate; " .
i 2. The eeucationa1 role of professionals and Public Law 94-142; | - \a
3. Assessment methodology; | |
4. Relevant assessment variab1es;

5. ,Assessment procedures;

6. Nonn—referenced‘and.criterion—referenced_asséssment;
7. “The relationship between assessment and.inst@uction;
8. Evaluation of intervention effects; - y

. 9. Interpretation and communication of'assessméﬁt information.

Reasonable Objectives for Teacher Education

qudents shou]d have know]edge, pract1ca1 skills and commitment to pro-
fess1ona1kperfonnance in the f0110w1ng areas relating to assessment and evalu-
ation procedures: - | I o P”\\ 1 ;.'.&~:
1.« Methods and underlying assumpt1ons, 1ssues and b1ases of norm=refer- |
T enced psychoeducat1ona1 assessment. |
2. Appropriete and inappropriate_uses of norm-referenced and criferion—-
referenced assessment. |
3. Admihjstering and interpreting norm-referenced and ¢riterion-referenced
assessﬁeqt instruments. - | | .

- 4. Deve10p1ng criterion- referenced assessment procedures d1rect1y

é), ' - re1evant tQ the curr1cu]um of a classroom. _ ’ \\\\ v
| )
) » . .
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ifRating Scale for the Teacher Prgparation‘Prqgrah.

: . | -
Check the statement that best describes the level of your present teacher

educatidn program bn the fopic of assessment and eQa]uation procedures:

____T1. Students being prepared for teaching have been introduced to educational
and psychological assesSment, but have Tittle understanding of the issues
and assumptions in traditiona] psychometrics. They see their own role 1in

student assessment and eva]uatipn primarily as giving gradés. They see

other forms of assessment and evaluation as being in the realm of spe-

cialists. - ' | | ' \

’ 2. -Sfudents being prepared for teaching have received jpsfruction on the
fssues, assumptions and metﬁods of standardized tésting. fhey have
learned ‘how standardized {nstruments are developed and how results are
to be interpreted. They perceive standardized nofmative asses§ment %
procedures a; adequate measures of Student abilities. |

3. Studenté being prepared for. teaching are taught thasissueé and assump-

tions underlying both norm—réfarenced and criterion-referenced assess-
ment. They_berceive both as useful when used appropriate]y, but have

| Tittle or no exberience in actual assessments.

4. Students beiﬁg prepared for teachidg are taught the igsues and assump- °
tions dhder]ying both norm-referenced and criterion-referenced assess-
meﬁt. Students are given pracfical experience using and interpretiné
norm-referenced and criterion-referenced instruments.

5. Students being prepared for teathing are taught the issues and assump-

N tions underlying both norm-reférenced and criterion-referenced assess-
ment. - Students have~pracfica1 experience using and interpreting com-
mercially developed norm-referenced and criterion-referenced assessment

based on the curriculum of a particular class.
o ~ L - 10
Y Coo ;\\ .
o , T :
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: Se]f—assessment
\ o

The following items are intended to asses$ your understanding of thé )

significant issues in educational assessment.

\

) Short Answer Item;' _ K4

1. Define the purpose of_edutatibna] aséessmgnt.

2. What js the difference between testing and assessment?

3. duf]ine the requirements of Public Law 94-142 as they relate to the
éducational.assessment of minority stédents.

4. Identify two éburcés of info}mation abgg; a student's functioning in
educationa] settings. 7’

5. Identify fwo factors to be consideréd when making informe décisions
about a stuéenf's éducationa] functioning.’ |

6. Identify fhé major comppnent§ of a systematic assessment procedure.

7. Identify fwo sources of inconsistency or.error in hethodé of gatherihg
assessment information about d\studentt

8. Dekcribe the natﬁre of the information that can be gathered from
achievement tests. | -

9. Identify two facbors that can negatiye]y inf]uencg the va]iﬁity of a
test.

10. What are some?purbbses of éducationa] assessment?

11. What is the differenﬁe in the nature of information obtained from a e
honm-referenced tegt'and a ;riteripn:referenced test? |

12. Describe domain-referenced testing. )

13. What are fiVe major consideratioqs in setting a tritekioh fpr a

* A

student's performance?.

-7-



g

‘14. State two areas wHich are of concern when eva1uatin§-freatmeht
effectiveness. ' o : S
15. Define ffeatment validity.
:16.' What are the three mandates laid down!in Public Law 94~14A that reTate _

- to the interpretation and communication of assessment information? L

In front of the next 11 items, p]ace a "T" if you think the statement is - _ . )
tfue, or an "F" if you think the statement is false. ‘
;ﬂﬁ_}.: Tests are eieher,"good" or "bad." Poor programming is thé result of.

using "bad" tests. . : :' - .
2. The purpose-of assessment is to prescribe a fixed t?eathentﬁtha; con- fd
'Ntiﬁﬁesvunti1-a cure is achieved.
3: The requirements of Public Law 94-%42 necessitate a EOmprehensive approach
to assessment team membership and to instrumentafion.

4. School psycho]og1sts caq_be most useful by conf1n1ng their ac_}t'ties to

the adm1n1strat1on of standardized tests of ability and achievehent

5. When placement deC1s1ons for a student are made, 1nfonnat1on from norm-

referenceld tests provides the most comprehensive data-base.

6. Information obtained froﬁ a student‘s parents can assist in verifying
information given by the referring teacher.

7. Students' achievement test scores reflect both'theif ability ang;the;;
instructional effectiveness of their educational program. 2

8. Human error is a minor‘source'of-inconsistency in the assessment process .
and compensat1ons for unre11ab111ty can easaly be made |

9.' It is the respons1b111ty of the test developer to ensure test va11d1ty

Ongce this has been demonstrated, the professional need have no concerns

(3 . N . - -9

about using the test.

» N . - ’8—
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: 10. An7adyantage'in using nom-referenced tests is their adaptability to ‘
. &specific curriculum sequence.

- ra 1.7 To be of maximum use to the teacher, critérion-referenced testing T

| _ 47 must be'integrated into the day-by-day functioning of the classroom ,
2}; A and must not be separated out as a "testing" activity.
P Y ) . ) - *
. | ’ .
1 /

.,/
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.. !The_Testing Debate

The role of psychometric tésting w1th1n the educat1oﬁa1 system has long been
debated. A view of testqng as'g sorting procedure which results in students be-
ing divided -into those who will succeed and those who will not‘1s common. Test-
ing is sometimes considered a tool for social decision-making about the futures ' -
. igf mi]iions'of ¢children (Bdrton, 1978); Such decision-making, in t601naﬁy cases,
has resulted in fpapprbpriate 61acement of children in educational programs and
curricula, with life-Jlong deleterious effécts. It has also been noted that 1hap;
| .propriate'decisions seem to'occqr more frequently ambng certain minofity groups,
. and this has been seen, at least in part, as a resulF'ofablacement decisions
wbased on culturally biased psychological tests (Lérry P, v:ﬁﬁRileé,u1979; Mercer,
1973). | |
In the testing debate, antagon1sts cite not only p011t1ca1 and soc1a1 abuses . e
of testing (Kamin, 1975), but alsq testing devices that are techn1ca11y inade-
quate, are normed ;n popu]at1ons which bear no resemb]ance to the pupils be1ng
tested, or inadequately sample,the behaviors that the 1nstrument supposedly

tests (Salvia & Ysseldyke, 1978). Adelman and Taylor (1979) preseﬁt several .

conceptual, methodological and ethical assessment isstes_which merit discussion.

Key Conceptual, Methodological, and Ethical Assessment Issues

A. Conceptual
Current practices reflect a rather inadequatq;appreciafion of the’
following matters: - | o - o .
1. Whose interests are 5nd should be séfved by the assessment éctivity
(e;g., thelgbéfety; the clieﬁt, the 1ﬁtervéner)? o ‘ o °
2. who sets antéria—detennining assessee status, needs#, problems, and

T - R

p&ogress?

/ - : -'-'\-'10- 14__' ' -° . .
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3,
" eriteria?

~

4.

S S a N

|

o B o S | .
Who decides on whose interests should be' served and on who is to set

-

/

What are the various tasks which'currently\are subsumed under the term

N .
..-——-f‘

"assessment d1agnos1s"7 . ' : - -
. »

What are the limitations in perspéct1ve of the mode]s of cause and

o

correct1on upon which current act1v1ty is based?

What are the assessor b1as1ng factors\wh1ch need ta be systemat1ca11y

T,

-accounted for in assessment act1v1ty?

d w’ 3.

¢ -m'

What are the assesseeumot1vat1ona1 “and deve]opmenta] factors wh1ch

need to be systemat1ca11y accounted for 1n-assessment act1V1ty?

Methodo]og1ca1 (technical, pract1ca1)

-

While w1de1y acknow]edged the fo]]oW1ng problems continue to-place major

11m1tat1ons on assessment activity:

1.

Ne

The more complex the assessment objectives, the lower the reliability
of thewtota] set of measurement procedures

Construct ‘validity often has not been demonstrated satisfactorily by
scientific standards,.e.g., the "validation" procedures, when under-
taken; often are tautological. ~° ‘ !

Predictive and postdictive 'va]jdity appears to diminish, in s ome
instances at an exponential rate, the more distant in time the assess-
ment data befng gathered are from the criterion being predicted'to

(or from the original factor causing the behavior under -investigation).

There is a sparsity of’Systématica]]y gathered and'agreedfupon norms

d and standards for making judgments ("good- bad," "norma] -abnovmal ,"

"success—fajlure ) thereby resu1t1ng in 1d1osyncrat1c variations on

D

judgments which are often beyond accountabi11ty.

-




)

o 5. The‘uti!ity_of a pfbcedure may be judged as mucq'(or.more) on- the
- -~ basis of its marketability and the current absence of a feasible el

,a]ternative;ﬁgs on its efficacy. (e.g., its validity with regard to

: N . . %
, the decisions being made, its ability to add information beyond ‘

base rate levels). . | ’ : o

6. The costs of assessment praétices are‘eécé]ating; time demands often

. are extensive; referral practices tend to overrely on."old bdy" net- ' D
<:’ works, etc. : o . . . .

c. Ethical : - - ‘_ %\ .

Ethical practices-ref]gct‘inadequdte efforts to systemafjcally detect ‘1
and minimiie Lhe following iatrgggnic»effécts: |
1. Misidentification of the cause of a problem @efg., fa]se‘neéatives
and positives such as thoge resulting fﬁom over-reliance on persoh—
focused tests and observer-assessor biases).
2. Misprescriptions re]ated tb subsequent interveqfion procedures.
3. 'Violations of rights (e.g., féi]ﬁke:fb get truly informed consent;
invasion of Er{Vacy, denia]_of access to assessment reports and of
the r1ght to correct the record).
4. Negat1ve repercussions of assessment processes or products (e.q., | '
increasing fee11ngs of anx1ety, incompetency d lack of self-deter-
mination, incfeasing over-reliance and dependency on profe;sionals, o . ;.
“initiating self-fulfilling prophecies and st1gmat1z1ng effects)
5. Fa11ure to pufsud/;rofess1ona1 rgspons1b111ty with regard to 1mprov1ng
standards of practice ‘and advanclpg knpw]edg% (including collusion
with an inadequate status qdo). .

Note. From "Initial psychoeducational assessment and related consultation,”

by H. S. Adelman and’L. Taylor, Learning Disability Quarterly, 1979, 2, 52-64.~
\ . '. -]2- B .




C]ar1f1cat1on Qf the Issues

\

Considera§1on of the f011ow1ng three points may he]p c1ar1fy these testing -

cmemean

1ssues .

x]. The concentrat1on on the abuses that have otcurred in psychoeducat1ona1
assessment may" b]ur the d1st1nct10n between tests and the dec1s1ons made from '
3': test data. Many abusés occur because. of 1gnorance or verzea]ousness on the -
. part of the d1agnost1c1an or dec1s10n makehjl Tests d(: not necessar11y gcodﬁ
” ( or "bad";*such value Judgments can be reserved for eva]uat1ng how test results f..
'ﬁ “are used in screening, placement, prdgram p1ann1ng; and_eValuatidn of~individual
- pupil progress ' S . . ‘ _ -

-~

2. Testing *‘ but one method of assessing a child and is on1y one tool

to use in making'educational decisions. Educationa] personnel who fail to make ,

use of such techniques as the interview, observation; and environmental'analysfs,~

as we]] as their own profess1ona1 judgment have gathered 1nadequate information

to make sound educationa] dec1s1ons (Shertzer & L1nden, 1979). '. ¢
3. "The process of assessment is a construct1ve. f1ex1b1e~ cont1nuous

prgcess, 1ead1ng not, to a f1xed prescr1pt1on of treatment unt11 a cure 1is

achieved, but to an ongo1ng program which may frequently be mod1f1ed in the /

interests of the student’ s 11fe situation and of a reduction 1n,h1s current

specific difficylties.” (Clarke & Clarke, 1975) | T

The Educational Role of Professionals and PL 94-142 L

Ind1v1dua1 ro]es and respons1b11it1es of'prdfess1onals 1n educat1ona1

sett1ngs are, of course, largely determ1ned by the nature of their profess1ona1 o

tra1n1ng. This factor, as well as the 1nst1tut1ona11zat1on of specialized

roles, has often led to a compartmenta11zat1on-of respons1b111t1es. In effect

LY
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this compartmenta]izatian has created a view of the child as a group of separate.

and unique entities. Bu} fhe practices which havé\nssulted from sach narrow .

perspectives are no 10nger feas1b1e under Public Law 94-142, which, requ1res that

a student's 1nd1v1dua1 educat1on program be ”deve]oped by a team cons1st1ng of -

the child's teacher, a person “other than a ‘teacher ‘who 1s qua11f1ed to provide. o t. ¢
or supervise the prov1sion of special education, one or both parents, the child |

> . ' -
(when ag:;opr1ate), and other -persons who are brought in at the discretion of

" The purpose of the IEP 1s to prov1de an overa]] program of spec1a1

the school.
educatioh;and re]atedhserVXEes and it shqu]d 1nc1ude a just1ficat1pn for those_a
“services and placement. 'In addition, the IﬁP must include the objecfive critéria

that will be'usad E?,eva]uate the child's aghievement.. A multidisciplinary o
assessment teamand multiple a§sessment methods are necessary.

)

Traditional Psychoeducatiqna]'Aésessmeﬂ%

Traditionally, roles invo]vihg the assessment.of chiidfen have often re-
stricted‘schoo] bersonnel‘to the adminf%tration of standardjzed FestS'of abﬁ]ity'
and achievement. Infonnatfan from these testa wasvused-to predict a student'
sucégss or failure during §chdq1 and in later life. _Diagnpaisrof a:stadenﬁ's'
abilities or deficits was often coﬁfined to norm-referenced statements based
on compoéite scores ahd often had few difect imblications_ﬁor'instruétional in-
tervention. Such diagnostic practicestﬁere enlisted to suppoft special eduéa—

- tion practicea of_alaSSification accordiné to handicap for the purposes of |
L p1acement,~andffor making’cfaimsifoa féqéralffunding, but told Tittle about what ) S
| type of educationa]rplans shou]d be designed.for students diaghosed as evidehc—-

ing any one of several handicapping conditions. But these traditional assessmeht

practices are rapid]y'changing.

-14-
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Reyno]ds (1975) has called attent1on to~changes in special education that

are also effecting changeé in assessment practices. He states | , oo

We are in a zero- demiss1on era: consequant]y, schools requaré a
- decision orientation other: than simple prediction; they nee® one
L ) ~ that is: or1ented to individual vather than institutional payoff. :
R ~ 7 7 In today's context the measurement techno]og1es ought to become
integral parts of instruction designed to make a difference in
' - the lives of children and not JUSt a prediction aB_ut their
. Tives. (p. 15) _ . s

4 o
1

Cogn1t1ve Entry Characterlstics

In se]ect1ng assessment procedures that w111 make a difference, the follow-
ing observation ‘regarding -cogn1t1ve entry character1£t1cs- is appropriate:-

', Qu1te in contrast to intelligence and apt1tude indices are’ cogn1— ‘
tive entry characteristics. These are the specific knowledge, e
abilities, or skills that are essential for the learning of a

“particular school or a particular learning task. Such prerequi-
sites typically correlate +.70 oy higher, with measures ‘of achieve-
ment in a: subject: Furthermore, when they are identified and
measured, they replace 1nte111gence and aptitude tests in the

.pred1ction of later achievement. ‘That is, intelligence or aptitude
tests add little or nothing to cognft1ve entry measures for the
prediction of school learning. All of this is to say that cogni-
tive entry characteristics have a high re]at1onsh1p to achievementd
and they have an obvious causal effect on later achievement. This
is especially true where sequential learning tasks are involved
where it may be impossible to learn tdsk B w1thout pr1or adequate
Tearning of task A. (B]oom, 1980)

This distinction bétween intelligence and aptitude_tests and specific
know]edge and skill tests may be very important fuﬁ special eduCation popula—
tions where the predictive value of intelligence.and\aptitude tests is 1essened
by the variability within-handicappedﬂgroups and the small percentage of handi-
capped individuals included in population samples used to,develop,test norms,

v The'comparatiye predictiye.value_of different types'of_test information
was graphically demonstrated in a study by Hofmeister and Espesetn (1970).
This study investtgated the effectiveness of measures of mental age (Stanfordd - i
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- +.78 for the reading achievement test. The d1scr1m1nat1ng item in the reading

PL 94-142 and Nondisckiminatony Evaluation -

q

Binet), language age -(I11inois Test of Psycholinguistic Abilities) and‘reading
achievementu(wide—Range Achievement~Test) as predictors of progress with a |
population of modegate]y retarded youth in a selected reading program. The

’

predict1ve coefficients were: - 1 for mental age; +.11 for language age, and | C e

test respons1b1e for 1dent1fy1ng 5uccessfu1 readers was the letter nam1ng 1tem

In essence "then, a two-minute test of a student S sk111 in attaching names to

AN

letters was found to be far more usefu] for assess1ng a studentﬂs ab111ty to |
participate in a spec1f1c-read1ng program than the est1mates of menta] age or <&>1:.
language age Hofme1ster and Espeseth concluded that: -

.variables such as ‘MA and LA, which are oft\h thought of as
psycholog1cal correlates of reading ability, were comparatively
“ineffective as predictors of reading achievement with the group
observed in this study. The results also suggested that it
might be more profitable to look ‘at task oriented variables
which are concerned with determining the position of the indi-
vidual in the learning sequence. (p. 107§

X

In order to ensure appropridte educational placement, equality of educa-
tional opportunity, and the.right to ethnic dignity and respect,,qnd to prevent
unfair stigmatizing of students, the Education for A1l Handicapped Children Act
of 1975 (PL 94—142) mandates the following assessment procedures:

1.. The testing'and_eVa]uation.materials and.procedures:will be
selected_and administered so as not to be.cultura]ly dtscrimiha- .
tory. | -. . : .- o . .
2. Such materials and procedures are to be prdvided in“the'child'S' |
nat1ve language or mode of commun1cat1on ; . - o
3. No s1ngle procedure or test can be the sole criterion for deter- |
m1n1ng the appropr1ate education program for the ch11d (Section ot
612).

o e E e e e g e i S S (15 e T e e s 2 Ao i 5 b ree T e o v L+ e+ Dhel e e T melne ceea L s e e s e s men car e e e
—} - T T




~ by

Under PL 54-142, it is the pupil needs .and not a dist;ict-wide testing
program that 3%£ermjnes the_ins%fumentland associated.a§sessment brocesses.
The‘following examb]es-samble some of the diversity of—assessmént practices
possib]e-under 94-142. . | . E ' : " !

] ' 1. You have to assess a lgfyear o1d'in a vocatfonal program.

. o \ . Suggestion: You might review "The Assessment of Applied Aca-

demic and Social Skills," (Forness, Thornton, & Horton, 1981). =~
. ' - See this article in the appendix.
-2."A parent.reQuests an evaluation of her 17-year old-son's writing

,  skills. Suggestion: James A. Poteet's "Checklist of Written

Expression" wou]d be a pract1ca1 1nstrument that wou]d prov1de
a series of spec1f1c short term objectives for an IEP goa] in ' ' 
this area. See this art1c1e in the append1x. | \\i ‘

3. The parent of a severely handicapped child expresses interest.ih-

estab11sh1ng an IEP goal on leisure skills. Suggestion: Wehman

and Schleien's (1980) suggestions for th; "Assessment and Selection
¢ of Leisure Skills for Severely Handicapped Individuals" would be
appropriate for this assessment assjgnment. See this article in -

RS

the appéndix.

. Assessment Methédo]ogy
'Educatidnal assessment.is.a md]fﬁfa¢eted and systematic process carﬁied
 'out for thé purpose'of making decisjons about fhe'perforhance of studenfs in
their current school setfing Assesément is more than testing It is-the
systematic process of us1ng information from all poss1b1e sources in order to

make educat1ona1 dec1s1ons about students A systemat1c approach to educat1ona1

-17-




assessment is one in which a variety of assessment methods are used and in which

N

all relevant assessment variables are considered. ’ ' ¢

Assessment Methods

Information about a child's functioning_in-educationaT settings may be
-gathered through: | |

1. Inspection of the child's record files. Information reported in cumula- | | .

tive and other available retords can'berhe1pfu] in determining if there are fac-
tors that might aecount for.problems the child ié.having, if:there’are trends T
in the growth of the problem, and if there are othet re]evant factorslthat need
to be evaluated. .-

/ 2. Informal consultation with others whq know the child. Consultation

with pefsons who knuw the child well (e.g.,‘peers; siblings, parents) will léad
to a mare comprehen51ve assessment. |

3. Structured interviews. Interviews with the parent, the student and

5&5choo] per“onne1 can y1e1d 1nformat1on about the student s areas of d1ff1cu1ty
and determine what resources have been prev10us]y emp]oyed in working w1th the

studentw - : - (

4. Observation. Through observation, assessment data is co]]epted\pn the .

behavior of the studeﬁt as it‘occurs naturally in the envirohment. -Such data

can focus on epecific facets of behavior (e.g., student-teacher intebaction),

can indicate areas in need of furthet eva1uation, can cbnfinn'other ipformation

gleaned from records, and can provide insights that may lead to an’ 1mproved v . .

program for the student. 0bservat1ons may be formal or 1nforma1 and 1nc1ude

anecdotal records,.interact1on ana]ysis,_check11sts, and rat1ng,scaL§s. Obser-

vation proceduree can be both long-term éﬁd short~teﬁn processes.
-18-

20




5. Nom-referenced tests. Standardfzed tests can be used for both screen-

ing -and diagnostic purposes to determine how_one'child compares with other,cht]dren.

6. Criterion-referenced tests. This type of test measures a child's level

of skill development in a particu]ar area. It is'especia]]y useful for planning
. purposes becadse criterion statements can be used as goals and short-term objec-

, N _ : - {
tives for instruction. . — ¢

Re]evant Assessment Var1ab1es

Educat1ona1 decision- makers shou]d gather educat1ona1 1nfonnat1on about
. che "who]e" child. They should therefore consider all relevant factors which,
because of their 1nteract1ons with the child, may influence the child's func-
tioning. These factors w111 vary with the child and the part1cu1ar educat1ona1

problem, but should include:

’ 1. Classroom environment. The classroom environment refers to the physical

_arrangement of objects within the classroom (seating arrangements, materials,
]earn1ng centers, etc.) wh1ch have the potent1a1 to impact learning, social in-
teraction patterns, time on-task, 1nterests ach1evement 1evels, etc.

.2. Curr1cu1um A thorough knowledge of the curr1cu1um presented to the

ohi]d is necessary when making'decisions about'thatqth11d S educat1ona1 function-
ing. Assessors should be aware of: | |

a. conceptual level and sequence of student act1v1t1es,

b. number of academic tasks and task sequences;

“¢. evaluation methods used in classroom;

d. variety andmleveis;of;instructional materia1s;-

1

e. .appropriateness of-curried]dm and materials for the child.
3 ’ .
3.. Instructional behavior. Teacher behav1or is the unifying factor

-

wh1ch brings the envwronment and the currwcu]um together to impact on the child.

S | | o -19-
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dies expressed in changes in instructional behavior can be generated

Enge Imann, Géﬁnzin and Severson (1979)10bserved that
...the teacher achieves behavioral change only by (manipulating
environmental events. This point is extremely impdbctant. It
follows that the remedy must clearly®imply manipulatjon of those
environmental events. It must tell teachers what they are doing
wrong and what types of different teaching behaviors/ they should
implement. The remedy must be specific and concretg because teach-

f ing always imvolves specific and concrete acts. (p. 356)

ﬁhen making decisibns about the functioning}of tudents in educational-

_—

sett{ngs, it is imﬁortan; to copsider the three Factdrs listed above. However,
the primary focus during the assessment érocess s%qu]d be on the pupilfs prob-
lems and remedies that qén be fmp]emented with the%avai]ab]e resburces.

Several models have been developed for systematic-educational assessment.
-hndé;}yingéll models is the movement of déciSiOn;makersffrom information which
is general, .broad, and only aséumed to bé accurate;‘to information_which-is /f
specific, precise; and valid. The purpqse'of gaining valid information through
the‘essessment proceduré is'tWofoléf' First; prpfessiohals must be in a position
"to make valid interVentionldecisions about a pupif with special nequﬁ- Secohd,
the assessment information ebtained must provide the basfs for an‘evaluation of
the success of any interventions that are'imﬁ]emented.

In the following section, an example of a Systemétié assessment model is
presehted. Assessment methods and sources of informatioﬁ;igfut the child are
integrated into an assessment prbcedure, The procedure outlined is one which
might'bé followed in an interdisciplinary evaluation process. However, it cer-

tainly is the case that many of the-proceddres described may be used to advan-

tage by school personnel outside the formal assessment process.
1y q-‘ )
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A Model for Systematic Assessment

Screening

Referral and verification. "The referral process is the first step in -
. ,

assuring the appropriate programming of children with suspected special educa-

tional needs. Referra]s are typ1cq11ygiptnated by counselors, psychologists,
classroom teachers or resource teachers, but may be 1n1t1ated by others, includ-
ing the students themselves, or the1r parents. Infonnqt1on leadtng to the veli-
fication of educational problems for which a student has been referred can come
£ rom exam1nat1on ot/the student's cumulative records and direct observat1on of -
the student's behaviors. Data on the student's personal, med1ca1 and educat1ona1
history.from cumu]ative records can contribute to referial infor&ation'and allow
educational nersonnel to dtscern the pattern of events leading up to the present
situation. Observations can provide comprehensive, detailed, and specific in-
formation about the behavior of the student and about the contexts or environ-
ments in whtch the observations are made. Much of the direct obserVation can

be carried out by teachers. ’ in fact, data collected by“teachers&befere the for-
ma]-assessment precess is initiated often suggests possible solutions to the |
present problem, or that the student'’ s behav1or does not substant1a11y deviate
from that of other-class members (see "Formal Observat1on of Students' Social
BehaV1or" by F. Wood, in this ser1es)

In observing the student in interactions, the focus shou]d be on the 1den—
tification of habitually- occurr1ng events which reinforce the behaV1or be1ng
stud1ed Both“sqc1a1 and nonsoc1a1 consequences which mainta1n the behavior :
must be identified, and an eSttmate of thetgtudent’s resgonses to such-stimuli
should be méde. It should also be possible to tdentify.heans_of structuring

_.-2]_
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the environment in the future. Once educationa] problems and target behav1ors
for the student have been identified, env1ronmenta1 cont]ngencies which ﬁ111 ' | -
reinforce the target behaviors can be determ1ned | ) : -
One method of’co]lect1ng the 1nformation outlined above is through a |
behav1ora1 interview. While the behaV1ora1 1nterv1§w is probab]y one of the
least structured assessment strategies, it can nevérthe]ess support the more
objective date gathered.thr0ugh‘5ystematic observation. The fo]lowing outline
is suggested. to ensure'thqt a]t bossib]e information is collected from the in-
dividual and that data reTeVaht to the ‘formulation of ah achievement plan is
gathered. ‘ o |

1. An initial analys1s of the prob]em s1tuat1on should be made, in which

prob]emat1c behavioral excesses and deficits as well as nonproblemat1c behavioral

ES
.

assets are specified} f |
2.. The problem situation should be clarified hy identity_ing the individuals
who object to the'problem behavior and who may be effected by ahy behavior change
made by the student. The c]ar1f1cation shou]d also he]p to spec1fy the condi-
tions under which the behavior occurs. ' o | .
3. A mot1vat1ona1 ana]ys1s shou]d be carried out in which re1nforcers
(both positive and negat1ve) that may be ma1nta1n1ng the. prob]em behav1ors, or
that may be useful ‘in shaping more appropriate behaviors, are speﬁzfﬁed. |
4, A developmental'analysis shou]d be que'in‘whichwseveral questions are
raised about the bio]qgica1, sociologica1, and behavioral changes that may be P
pertinent to the problem behav1or - .: - }_ . | a
5. An ana]ys1s of the student's self contro] should be comp]eted, in which

o

the 11m1tat1ons, condit1ons,-and methods of se]f—control are def1ned. . §

{

6. Social relationships should be idehtified and the influence of signifi-

»

cant ‘others on the student specified.

- -22-




assess ‘a student's skil? development in academic content areas. « Most tests v

the same age or grade The scores ass1gned to a pupi] ref]ect both pup11 ab111-

-7. .The student's socfa], cu]tura], and physical environments should be

¥

examined with consideration of cultural norms relating to the problem behaVior,

~ the similarity of norms in different settings, and various environmenta]lrestraihts“wgwwﬁ

impinging on the student. ' : - | .
Schertzer and Linden (1979) recommend that information be obtained from .

significant .others in the students' lives, e.g.; parents and school personnel.
3 - -

These second-party reports help in obtaining information about the student's

likes and dislikes (objeéts, events, places, activities, peop]e,-etc.),'and_in.

1dent1fying the perceptions of school personnel and parehts‘as'to the nature of

the prob]em'they see with the child. In addition, assessment instruments which

structure the percept1ons of these s1gn1f1cant others, such 5§/the Amer1can

------

Assoc1at1on on Mental Def1c1ency Adaptive Behav1or Scale (AAMD, 1974) or the | f:
Devereaux E]ementary School Behavjor Prof1]e (Spivack & Swift, 1967), can assist

in the gathering of second-party report information. ' ' a
" Appropriate screening brocedures-a]so'require that information from previous
| arE _ ; _ / :

assessments of the student's perfonhance on standardized tests of general verbal

k

and nonverbal ab1]1ty (such as 1nte1]1gence tests)anclstandard1zed educationa]

achievement tests (such as reading, spe111ng, and math) be exam1ned

Standardized achievement test data. Achieyement tests are devices that

D IEE A B L I PR SR N Tt

are commercial‘instruments that samp]e the;products'of assumed'past fonna] and

1nforma1 educat1ona1 exper1ences and measure the extent. to which an 1nd1v1dua1

-~

has prof1ted from schoo]1ng and/or 11fg,exper1ences as compared to others of -

ty ‘and the 1nstruct1ona] effect1veness of the educat1ona1 prOgram when using -

infqnhatmon.from=ach]evement tests, the_assessor-must be aware (a) of the nature . i



R R R UL T e e e
,W\,-.y A N e
) .‘_\..'_2.4' R v 3 B

RN .

. . ' . .
. subtests in these batteries -allows. some information to be obtained about the
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of behaviors sampled by the test, particularly the relationship of specific . _—;
curricula in use in iﬁéﬁgchool.district; (b) WHatespecific items- the student

has passed and fai]eg,.and'consistent f?ilure patterns} and .(c) that in the S
screenind procedure? achievement tests determine,-in'a.globai way, only the |
child's current level of functioning ' .' t“ : _ _ ,_4

Standardized achievement tests, such as the Stanford Achievement Test and

the ITowa- Test of Basic Ski]ls are often used as screening deV1ces These tests " f'_3g

in fact measure the extent to which a student has behefited from past schooling,

l’

compared to others of the same:age or grade 1eve1, Knowing the.hature of the

remediation needed by individual students and ‘provides a general jdea about where

&

to start additional diagnostic assessment.

. . - .
* & . 3 A b @ &

Evaluation of Screening Data and Planning Interventions )

In this step, schoo] personnel eva]uate the screening data and their

reliability. It is 1mportant to be aware of the factors influencing reliabilitx

and validity of observation and test 1nformation R '

4+

Information gained from interviews will vary among 1nterv1ewees, and these
incons1stenc1es mean that all interpretations must be viewed as tentative hypothe- T
ses to be ver1f1ed or refuted with. further evidence. For examp]e, interview

data from a teacher w1th limited observational skills who has not‘systematically

PRI WL

collected data, or is hoping to have a difficult child removed to a separate . -
/ .

special education c]ass, will often be unreliable and biased and may ‘be of little o -;f

L)

use in the assessment process

-

Observational too]s must be used with care and preCision Misintérprétationh
and misuse of observational techniques will distort estimates of individual be- 1

havior patterns which are at best.only samples of. behavior. Interpretation of

o T




. of observational tools and techniques.

classroom organization, teacher feedback and reinforcement practices are all

Generalizability of Observational Data

4
1nformat1on mué t anc1ude attention to %Ptential problems of samp11ng error and
of inadequate sampling. Observer bias and the possib111ty of the 1nd1v1dua1 S
awareneéslcf beihg'obgerved, in conjunction with the variabi]ity_of behavior S

and the selectivity of observaticn, are‘threats to the validity and reliability

The direct observation of_the pupil in instructional settings is cne-way

-

to correct two common weaknesses in assessment practices, namely, the lack of

emphasis on alterable variables and th€>ihp11cit'assumption that the child is -
always tHe problem. Too often-assessment practice§ aljocate extenSive resources
to co]]ectiug data on variables thaf cannot be manipu1ated'to help the'pupil,:
This might occur by c011ecting'extensive dafa on community gnd home variab]es

that cannot be altered with the resources available to the school. A similar

problem occurs with the assessment of some school-related behaviors. For example,

the assessment of some cafegories of perceptual-motor abilities presents a pfob—

Jem because the etiological re]ationship with academic ski]is is uncfear and

‘the‘research-suggests that our procedures for "training" these abilities are.

generally 1neffect1ve (Kavale & Mattson, 1980)
The direct observation of pup11s in 1nstruct1ona1 sett1ngs a110ws for the
co]]ect1on of information on 1nstructor behavior wh1ch may be an 1mportant part

of the prob]em.' Variables such,FS'instruCtiona]'methods, instructional materials, . ‘f;%

R
. _ _ , o

J ¥

important variables that can be changed.

{

| obv1ous prob]ems because of the fragmentat1on of curriculum and 1nstruct1ona1 f

¥
A
kid
Ny
Ky
“E}
5

3
.

Too often obéervatidna]‘data lacks validity because of incomplete samp]inb
4

' pract1ces Co]]ection of observational data in high school programs presents

-25- 29




a

supervision. Data collected in'oqe subject matter area may have 1imited_va1ue
in making generalizations to other subject mafter areas and other teachers;
Even with the same teache}, several observations across several 1essons
may be necessafy to aehieve acceptab1e‘1eve1s of generalizability. Capie (1981)
found that in observing students' on-task behavior, 20 observations in each of
- five 1esson$ were necessary to achieve a generé]izabi]ity coefficient of .80 (a‘ .

Al . -

. genera]]y accepteg level of instrument reliability). Capie noted that to en-
- - /
sure reliabiTity of “the observational samp]es "the number of lessons observed

.......

1s\far more important than the amount of observat1ons within lessons." (p. 18)

Factors affecting test validity. Whether to use a test for a certain pur--
pose and how to interpret the information yielded by the test are decisions which.
should be governed by~the validity of the teet. Validity is specific both to
purpose and population. Despite_efforts of test deve]opers to ensure content,
construct, and predictivevva1idity, tests are only va]id.for certain purposes.
Se]ectidn of standardized tests must be made with the purpdse of the test in
mind. These questions should be considered:

| \. Was the ﬁest.deSigned to be used for screening bﬁrposes?
2. was-the_test designed to be used to place a student in a speedfic \\\*‘
’ cdrkicu]um?‘ |

3. Was the test designed to be used to essist teachers and administrators
in p]ann1ng individual or group educat10na1 programs?

4. MWas the test d\\1gned to be used for program eva]uat1on? |

‘-5. Was the test des1gned to be used to assess individual progress?
On another level, and related to the quest1on of va11d1ty, are -questions
that must be asked to determine the accuracy of information yie]ded'by the

test:




1. Was the testltechnicaily adeduate that is, did it specify adequate
information about test administratioh,_standardization,~reiiabi]ity and validity?
| 2. Assuming that the test was'techhically adequate, was it used for.the
right purpose? ‘For example, was a measure of receptive yocabu]ary, such as the
Peabody Vocabulary Test, used-as a measuhe of.intelligence? o

3. Assuming that-the test~was technicall; adeouate, waslit appropriate_to
the child? Did the student come from a cultural group comparable to those 1in
the norming sample? Was the test age-approphiate? Did the child possess phys1—
cal and menta] character1st1cs comparab]e to those in the norming samp]e? Did
- the test regu1re responses that a child with motor, v1sua1, or hearing 1mpair—.
ments would be unable to perform? Was the tester aware of-any medication the
child was taking?' Many drugs, such as Mel}laril, Dilantin, Valium, or Ritalin
may affect test_resu]ts by influencing the nature and rate of responses (Wysocki,
Fuqua, Davis, & Breuning, 1981). . . .

4. Is the assumption being made'that norm-referenced scores such as grade
and age equiva]ehts, or composite scores such as IQ or Social Quotient (SQ), are, "
g1v1ng adequate representatvons of skills-and def1c1enc1es? \‘ c

5. What 1nformat1on does the tester have about the child's background and
current status and performance that will assist in accurate intérpretation of
test scores? | | .

6. What re]ationship exists between the test'and the .curriculum in whfch
the student is cur:ent]y p]aced? Is the test measur1ng knowledge (and the;ohance _ _:%:

to acquire it) or is it measur1ng var1ab1es that may not be 1n the student S

repert01re of learned behaV1or? o .

If these quest1ons cannot be responded to adequate]y, the test 1nfonnat1on_

-

must be 1nterpreted W1th caution. In such cases, more appropr1ate assessment




v ¥
-

is necessary’to provide an accurate picture of.tﬁe student's abilities and

deficiencies so that an appropriate and_re1eVant pnogram'can be\heveloped.

Inferveﬁtion

’

N The purpose of an educational assessment is to provide: (1) recommendations |

. for instructional and behavioral goais and objectives,_(z) recoﬁmendations for‘_ ;/ﬁ\¥-’“-
educatidnaT”bTEééﬁéﬁfff(ﬁj"ﬁéEEDF§§‘5?'§Euaéﬁt§"pké§éﬁt skills; (4) méasures"'  "'f'“{*f
of §tudents' progress"tbward estab]ished goals and opjectives,;and (5) éValqa— )
tions of the effectiveness of gtUdents' educational programs. In the following

] ‘ . [3 CH N . ) .
section, some methods for using assessment information for these purposes will

be presented. o . ) i : 2

13

Activities

Investigate the assessment procedures used in a school. To what extént

are decisions based on standardized and achievement tests? To what extent are /, ’
data related to a student's actual behavior and specifit skills used in_the
assessment? | |
. Plan to spend 30 minutes with a_chi]d. _qu 15 minuteS ask the caild;

’ questions from a staﬁdard psychq]ojica]_tegt (e.g., WISC-R, Stanford-Binet,
ITPA), and for the other'15 minutes have tﬁe student answer prbb]ems from a :
persona11y Eonstruéted, seqUenced list of_qrithmetic brob]ems. ‘Compare the é
use%ulness~of the two assessment procedures in making Statementé about . the ,i
child's educational abilities and needs. \

v | wfif

Y
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Nonvaeferenced and Criterion-Referenced Assessment S —

+

Qua]ity educationa] programming requires that assessment instruments be
used to ensurefthat each pup11 enters a curricu]um w1th the necessary prerequi-- - -‘ff
site skills. A testing techno]ogy has been deve]oped that is concerned w1th
defining the relationship between an individual's skills and instruct1ona1 se-

qudﬁE;s. Glaser (1963) in an art1c1e on the measurement of 1earn1ng, defined

e s e e e ey

two types of tests. One type, the norm-referenced test,.eva]uates the chjld'_
_ performance by compar1son with that of the other children. The inte]]igence
test is a classic nonm—referenced test. The other type, the cr1terion referenced
test' eva]uates the chi]d in terms. of some 1earn1ng task at some absolute stand-
ard that is 1ndependent of other ch11dren s performances. The criterion-
referenced test is de51gned to 1dent1fy the rel ti0nsh1p between a pup11 and
a spec1f1c instructional task. If a teacher”wa:::\to'Fnom what types of number .
tasks a child has mastered, then a crfterion;referenced testﬂwoold generally be
~called for. ) |

| A]though>a test is usua]]xfconstructed as either norm—referenced_or

€

criterion—referenced a'person may Gse-one test for both purposes. If we nere

to examine the 1te;s on a standardized achievement test for patterns of suc-

cesses or fai]ures on specific 1nstruct1ona1 tasks, we wou]d be using it as a | ; -§
criterion- referenced test Ifrwemused a test deve]oped as criterion-referenced :'-%i
- to rank the pup1ls in a c]ass, we would be using it as a norm-referenced test o |

.because the child's score (rank) would describe him in terms of h1s_re1at1onsh1p _

with others (the rest of the pdpiis in_the.class).

Normative Testing and Instruction

The need“to develop fndﬁvidua]i;gd Education Programs (IEPs) for special.
o -29- : _ _ A _ *
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education pupils requires reconsideration of the role of norm-referenced testing
procedures. Normative tests are typically designed for such purposes as predic-

tion, selection, ahd comparison. Special education has a long nistory of at-

~ tey pt{ng to adapt these tests for individualiied instructidn. However, exLepf

fo¥'a few standardized diagnoStic tests which have both norm-referenced and

-

criterion-referenced properties, the majority of norm-referenced tests provide

lijited information for guiding the teaching of specific skills.---A-major prob- ...

lem encountered in the use of norm-referenced tests is that most are not de-

signed to relate directly to a specific curriculum sequence! The discrepancies

between nonn-referenced and criterion referenced test 1nformation become: espe—-

Giaﬂly important when using such 1nformat1on for 1nd1vidua1 program planning.

R »
3

Two - Types of'Testiﬁg Compared

Norm-Referenced :  Criterion-Referenced
e Evaluates individual per— o Evaluates individual performance
formance in comparison to in relation to a fixed standard.
a group of persons.
student as "below grade =~ descrtpizone

level," "at grade level,"

|
i
!
‘:
[
!
l
|
| @ Is used to evaluate a / : e Not concerned with grade level
|
!
l "above grade level."
i

|

\

l

!

t

|

| @ Fails to indicate where o Identifies'the individuals who
\ = students have mastered . -have mastered the spectrum of
the spectrum of instruc- instructional objectives.
. tional objectives. ' ' _ S
e Generally poor atdes in -+ e Geared to provtde information
planning specific znstruc- to be used in planming instruc-
tional programs. tion. :
e Is often vague in relation ® Is content speczfic 7 )
: to instructional content.. ,
i o Does not operationally ‘ e Operationally defines mastery
i define mustery and/or . and/or success.
‘. success. : . '
-i e Applies poorly to the o Applies directly to the individu-
| individualization of " alization of instruction.
ri ingtruction, - :
| )
: .
-

© . -30-
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o Is not concerned with task e Depends upon task analysts.
analysis. _ ‘ .
» Test results intefpreted e Test results tnterpreted in - . _ p
. in reference to a person's reference to a person's posztton o 'wf
,\\ | position in relation to -the  in relation to the curriculum. T
" . geores of others. e
- ' .
--adapted from Housden, J. L., & LeGear, L. An emerging model: »

Criterion-Referenced-evaluation. = Thrust, April 1973.

-
o

In the example in Table 1, data were co11ected from twenty-four pup1ls
. referred for specia]seducation services as spelling failures. Two types of
test data were co]]ected: (a) normfreferenceddataqfrom a standardized test,
~and (b) data trom a Critehion—neferenced test that identified'the placement of
a child with regand'to the specific spelling curriculum in use in tMe schcol.‘ +
Genera11y, a'criterion-referenced'test is not. used to identify grade levels

because this usually entails moving'from specific practical;infonmation to

S |

“more general and Tess prescr ﬁt1ve information. For purposes of comparison in

. this case, however, a grade level score was ass1gned to the cr1ter1on referenced
data. This grade 1eve1 score indicated the .level 1n\the currigulum set for that

grade at which instruction should begin. An.observation of/ehi scores in

Table 1 reveaTs that the difference betneen-the'overall'mean grade level scores

on the two tests was not great (0.14). HoweVer, when the pupild®are considered

as individuals, re]at1on%h1ps between normat1ve scores (standard1zed achievement

test) and criterion tests (curr1cu1um p]acement test) are safgreat that the" _[E

rather common pract1ce of using standard1zed ach1evement test data for 1nd1v1dua1

program p]ann1ng must be questioned. In ana1yz1ng the content of the. two tests,

it was found that the criterion"referenced test content was consistent with the

specific spe]]ing program-in use in the school, which p]aced a strong emphasis

on c!htro]]ed sequences bu11t around the phonet1c structures of words. In this

_3]_




Table 1
SPELLING FAILURE REFEhRALS

Norm-Referenced*Score—~Currﬁcu1um Placement

Ach. Test Score* Curr. Placement* Differences
(Nomm-referenced)  (Crit.-referenced) in Placement*

1.1 2.0 - - .9 -
Grade 2.0 2.2 22 | |
2.0 2.2 - .2 X = -.45%* - -
N =6 1.7 2.0 - .3 . -
N ) 1.7 2.0 - .3
® 1.4 2.2 - .8
; o
1.8 2.2 - .4
Grade 1.8 2,0 - - .2 _ .
4 2.1 2.2 - .1 _ e
| 1.5 2.2 -7 XK= -2 |
N==¢6 1.5 2.0 - .7 :
2.9 2.2 + .7 :
: a i
- 3.2 7.8 + .4
Grade 3.2 2.2 +1.0
5 3.2 2.2 +1.0 -
3.4 2.2 .2 % K=
N=¢6 3.2 2.8 + .4
1.9 - 2.6 - .7
4.5 3.4 +1.1
Grade 2.9 2.8 + .1 -
6 2.9 3.4 -5 [ =
| 4.0 2.8 1.2 X = .68t
N=¢6 4.8 2.6 +2.2
2.9 - 2.8 + .1
Total number of subjects = 24
Difference between means = .14
- Correlation between normative and
criterion-referenced test scores = .65
*A11 scores expressed in gfade levels -
**Positive score indicates normative test higher _
P o -32-
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| 1um be1ng used in order to obtain accuratg data in deve]op1ng the child' s in-

S)
instructional program, irregular words were emphasized much later than they are
in some other types of spelling programs that use different theoretical ration-
ales such as "frequency of use The content of the standardized ach1evement

test stressed 1rregu1ar words much earlier than did the criterion-referenced

| PR

test; it was, therefore, of little value for making decisions related to the !

\

phonet1ca11y or1ented curriculum being used for the twenty-four ch11dren 11sted

in Tab]e 1. Thus, it-is 1mportant to choose tests that relate to the curricu-

v

'd1v1duaﬂ program.

[}

The Process of Diagnosis

; The process of d1agnos1s in an instructional sett1ng has been
Tikened by some to the medical process from.which the term has its
roots (i.e., a doctor examines the patient's symptoms and the pat-
tern of these symptoms leads him to the_glggngsl__that a certa1n
disease of dysfunct1on is present). :

}

' This analogy is spurious, however, for it implies that the
1earn1ng diagnosis identifies or defines a knowledge "disease" or

' a disorder rather than a specific need or a cluster of needs,
which is what actually takes place. Diagnosis in education, then,
is actua]]y a needs assessment;process

13

©

The 1nstruct1ona1 manager uses his profess1ona1 skills and
the instruments and techniques available to him to examine the
present state of the learner in r31at1on to pre—estab11shed
learning outcomes or obJectives sually arrayed in a continuum
or hierarchy of progression (H1ckey & Hoffman, 1973 p. 35), .

-

Diagnostic Devices

There are. a number of standardiiedhdiagnostic tests availaple that have
both nbrm—referenced'and criterion—referenced properties Many standardized
d1agnqst1c tests can te11 the teacher whether a ch11d is above or below average
for :his chronological age in the area tested, and in sub areas tha make up the

genera#’area. These tests also have some value for program e tion, since
1 - . . '. ) . . _ 7_33_ -
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they demonstrate student achievement particularly if accountability data are

1)

required in simple, readi]y'undeéstood terms. Thegir weakness in this regard

15,'oflcour3e, that student-achievement:is directly tied to the content of 1in-

struction and measured progress is highly influenced by the congruence between

test and curriculum.

In many settings where quality student assessment procedures exist, b}oad_

“standardized tests are used in combination with criterion-referenced tests that

-

are more specific to the local curriculum énd assqciated materié]s. A stand-
ardized diagnostic math test might indfcate that a child is weak in éddition
combinations, but a more specific instrument wi]llbe needed to determine whiéh_
quition combinations need to be taught:to the child. | '

_The.skills assessed by diagnbstic reading tests include those of oral

reading, comprehension, word attack, word recognition, and rate of reading.

it

Tests commonly used are the Gray Oral Reading Tgst, Gates-McKi]iép Reading
Diagnostic Tests, Durre]]lAnal;sis of Reading Diffiéu]ty, Stanford Diagnostic
Reading Test, and the Woodcock Reading Mastery Test. - Another approach is exem-
plified by the Fountain Vé]]ey Support System in Reading, a criterion-referenced

testing system. The Fountain Valley system includes pupil profiles which provide

.a record of individual pupil achievemént and facilitates the monitoring of pubi]

progress. . | o ,

.Diagnostic assessment in mathematics leads to.specific information about a '
student's perfonhance in content areas (e.g., numeration, fractions,_algebra).
opevations, and aEp]icationS‘(e.g., measurement, time, problem-solving, mqney).
Three most commdn1y dsed did&%osticwmathematics tests ére_the Key Math Diagnbsé
tic Arithmetic-Tést, the Stanford biagndstic Mathematfcs Test and DiagnosisE

An Instructional Aid in Mathematics.

_34-
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The Relationship of DomajnfReferenced Testing-to  “q - - R

Cr1ter1on Referenced Tests

r

[

The quality of. a criter1on referenced test depends on the ‘degree to which o .;;;
a skild area is c1ear1y 1dent1f1ed and represented w1th1n the test. Some_crj- : i
‘terion-referenced tests are poorly constructed. In recogn1t10n of this fact, |

Hively (1974) coined the term “domain-referenced." A ddmain-referenced-test

" is one -in which the emphasis 1s'p1aced.on precise1y identifying 55111_areas |
(demains) The test items of.a domain-referenced test'are'seTected‘so that one- 'ﬁ
can be certain that a child who meets cr1ter1a on the jtems wh1ch represent a

-\f4

“domain would be ab]ehto master all other'poss1bTe 1tems of_the domgﬁn when they
were encountered. For example, if a series of test items was prepangd to test
a child's mastery_of a domain, such as long division of decimal fractions using
single digit divisors, the test items would have to include examples with zero

in the dividend. Wi thout such examples involving zero, there would be little
quarantee that performance on the test itemS'wou1d generalize to all the types
of long division examples a child might encounter.

In describing the term "domain-referenced," Donlon (1975) noted:

The label "critefrion-referenced” has -what Hively calls ."surplus

associations." Further, Hively has recognized that, our-aeduca-

- tional objectives are seldom detailed: We say we want the child
to "know the alphabet," not to know the letter "a." We aim then
at classes with related behav1or the model "is not one of apprais-
ing the "ability to jump from standing"--a domain of Jumps, for-

- ward and back, sideways, landing on one foot, and so forth.. A
Hively and his associates have thus improved upon "c]assica]" - - S
criterion-referencing. They have stressed the complexity of R
domains by pointing out subdomains.. (p .39)

Domain—referenced testing is one approach tofcriterion-referenced testing
~in which cons1derab1e care is taken w1th test 1tem selection to ensure that we
can genera112e from performance on the test items to the spec1f1c curriculum
area (domains) that .the test items are selected to represent.

-



Criterion-referenced testing can ready 1ts full potential only when it is

so_integrated into the day-by-day functioniﬁg of the c1assrbom that it cannot

be separated out as a "testing” activity. Indeed, its contribution to the direc-

tapn and prbgramming of instructional aétivities'shoﬁld be such that the teacher
. sees it as 1ndispgnsab1e for faci}itating effective 1ns£fuction.

The diagnostic class p}ofile is a basic classroom management companioh of
a criterion—refereﬁced test. Unlike méﬂ?:ﬂc]inical" tests, a school-oriented
criterion-referenced test has to take into account the management problems faced
by the teacher who is.respoﬁéib1e for the total class. The basic:parts of a
diagnostic class profile are (a) a listihg of the pupils on bne axis 6f a ma-
trix, andk(b) a listing of the specific skill being tested on the other axis
~of the matrik. .

An example of a diagnostic class profile used With's criterion-refgﬁgnced
punctuation test (Hofmeister, 1972) is listed.ﬁn Figure 1. Along the toB Qf
the profile are 20 skills in a suggested ordef'of instruction from ieft to
right. A listing of the pupils whose skills are being eva]uated fs on the
left-hand side of the profile. The top right-hand corner of the prbfiTe lists _-
" the codiné procedure usedfto rééord:test data. Most class profiles éan be
adapted to monitor progress as well as providing pre- and posttest data.

A we]]-structured critefion-referenced test should geﬁerate direct indi-
vidual prescriptions for each-child. .In the case of fhe punctuation test
(Figure 1), the 1nd1Vidya1 prescriptions are 6Bta1ned by reading from left to
right after ithe éhi]d's name. Small'group prescriptions can also be obtained
by working vertically dbwn the class profilg. Figure 2 provides another eXamf
ple of a diagnostic class profi]é (adapted ffom Morgan, 1981). In this example
the results of an instrument for assessing preacademic skills are presented in

\

matrix form.
-36-
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_Adaptinngest Content

The content “of many tests is often accepted as una]tbrab]e because of

_ association with nonnative testing in which aiteration of- either the test con-

tent or the adninistration procedures results in invalidating any normative

information gollected from such administrations. In some criterion-referenced
test sitdations, alterations can be made without invaiidating the test. "In-
the math combinations test (Figurev3), a number of the items require negative
numoers as answers. If a-teacher feels that.these negatiue number probiems~
are inapbropriate.for her-needs,‘she'can delete such problems to make the

test more responsive to her needs.

/h

Random and Linear Access o .

o | \ o
In the math combinations test (Figure 3), there is very Tittle inherent

sequence among the subtraction examples. Because of that fact and the rela-

tively Tow conceptual level of the task, it makes little difference where one

begins teaching. This test is an example of a random access test.
There are other test areas where sequence 1is 1mportant as with the sub-

skills of the long d1V1510n a]gorithm, or a spelling list based on word .diffi-

cu]ty Tests in which sequence is important are termed "linear access tests

The designation of a test as-a linear or random access test has a number of

1nstruct10na1 and testing implications. In a random access ‘testing situation,

-

.flash cards can often be used both for testing and ‘teaching. The, use of a set

of f]ash cards for each chi]d 1s one of the quickest and most pract1ca1 ways
to identify and group the 1tems q ch11d knows and does not know | In a 11near

testing 51tuation, 1t 1s no% aIways necessary to test all the skills in the |

‘test area. For examp]e, in spelling it might be suff1c1ent to test until the

child starts failing and then start teaching. Further testing after the child
- 39




; DIAGNOSTIC ARITHMETIC
Subtraction S
- Date: _ Grade: ., . Time:. ____ Name: I —
\ p ’ . . : .
6 13 6 0 5 L I 7 5 14 13
4 6 -2 6. -1 -0 - -8 3 5 -1 -9 -
15 5 3 6 a4 N 3. M 12 10 13 .
6 2 2 -1 0 -8 3 5 7 9 -
. B Y (
4 6 4 9 13 9 14 7- 14 8 14 -.
2 8 -1 .0 -8 -3 5 -7 9 -4 -6 !
BN .
0 8 2 12 8 12 16 9 7 9 10
2 1 0 -8 3 5 7 9 -4 6 -2y
2 8 16 6 13 g M 5 8 9 2
-1 -0 -8 =3 =5 =7 -9 -4 -6 =2 -1
) . -~ ’ .
9. g
6 17 8 7 N 16 10 N 8 3 10 3
0 -8 3 5 -7 -9 -4 -6 -2 9. -1
8 5 8 15 12 1 7 3 0o -7 5
4 3 5 2 -9 -4 6 -2 4 -1 0 |
| 10 6 10 18 12 6 1 2 9 0o 14
v 03 5 7 09 4 6 -2 6 1.0 -8
9 13 17° 9 12 2 0o 3 71 .. 4
5 22 8 4.6 -2 6 2 078 -3
9 15 4 0. 7 .8 1 3 9 127 10
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has started failing would certainly be aversive to the child, and very likely

a waste of instructiona] time.

""" | | Cross Referencing L o o S R S

!

Prescript1ons based on the resu]ts of criterion-referenced tests, where _
~ possible, should cross-reference from skills to/instruct1ona1 materials. - Skills
. | might be Cross- referenced as shown in the fo]]owing examp]e ~In the examp]e,

the page numbers refer to the text being used in the child's classroom

SKILLS CINSTRUCTIONAL EXAMPLES | TEST EXAMPLES| =~ - -

- _ PAGE NUMBER - - PAGE NUMBER | Lk

1. parts of a mixed number 172-173 1 174, 192, 456 z
2. mixed number products ﬁ ’ L 176 164, 192, 456' E

Comiercial Criterion-Referenced Testing Systeﬁs'

}\'

A ﬁﬁmber of'companies'publfsh c0mpfehensive testihg systemé'whjch provide
data on a.chdld'S'performénce on several hundred skills. ~Setﬁe of the systems
requife computer scoring services. Sbme'of these testing syétems-can be cross-
referenced with most of the.major basal reading programs and math texts in use’
\.\e in the schoo]s.t Ejemb1es of eome of the avai]ab1e eriterion-refereneed testiné _
systems are: The?Prescriptive Mathematics Inventory, published by theeCa1ifornia-
) Test Bureau, A Divjs{on of.McGraw—Htll Boqk‘Co.;.The'Fountain Valley Teacher :'t_ _. Qi
Support System, bub1ished by Zwefg Associates; The wisCohsin Design Program, - -
published by NCS Interpret1ve Scor1ng System, and the Beg1nn1ng Assessment Test

A

for Read1ng, pub11shed by Lipp1ncott

v L - =4]-




Ny - The fo]lowing description from the preface to the Teacher's Handbook for S

Diagnosis: An Instructional Aide - Mdthematics, Levels A and B, (developed and
pub]ished by Science Research Associates, 1980) is representative of the approach S

| taken in" some of the wel1- -developed camnercia]]y ava11ab]e criterion-referenced

e

/ testing systems: S T ' R
Each diagnosis lab provides sets of diagnostic probes-- exercises
designed to help the teacher identify the specific weaknesses of a; -
student. The exercises are based on the comprehensive lists of Tearn- :
ing objectives on the back of the probe. By freeing the teacher from
the time-consuming task of developing detailed diagnostic tests, a
diagnosis lab enables him to focus his efforts on .the instruction or
remediation needed by each student to correct identified weaknesses
Also provided is a Prescr1ption Guide with which teachers and
students can quickly determine where--in a large:number of texts and
supplementary learning kits--materials pertinent to the achievement _
of each objective are presented. Multiple references arevgiven for
every learning objective. Thus, if the student has had difficulty
¥ with a given text presentation or other instructional material, he/
_she can be directed to another. This approach allows for a multitext
and multimedia -approach, accommodat1ng a wide variety of learning and"
teaching styles. . S -

While some educators still champion "tacit learn®ng" and stress
the impossibility of reducing all aspects of the educational process
.to behavioral objectives and demonstrable outcomes, it is generally
- accepted that mastery of fundamental skills is, perhaps, best taught
in this fashion. This is the basic premise of the series of diagnos-
- tic labs; to provide a convenient method of helping students attain
all the fundamental skills and concepts upon which much of their
future ‘education will rest. (p. 1) °

-Setting a Criterion

One of the maJor purposes of a criterion- referenced test is ‘to help deter-
mine which skills to 1ncorporate in remedial instruction. The manual accompany—
ing "a criterion-referenced test should spec1fy-sk1lls to be tested and the |
‘sequence in which these ski]]é'should be taLth' As yet, not enough researqh

~ has been done to 1nd1cate precise%y what degree of success should be h;ed to
indicate when a skill.is mastered. The following are gd1de11nes for sett1ng a

.
>

criterion:




T

s - L A_criterioncshouid.be'based-on the subject matter, and one level of - .

’attainﬁent (e.g.,195'percent correct) should not be expected to apply to all
| o ‘ - |

- ~ |subject matter areas. . - - o - e

! 2. The range used shou]d be 80 percent to 100 percent If a skill 1s

e .

important in terms of persona] safety (for 1nstance, driver 3 tra1n1ng) or as

'a prerequisite to an 1mportant/ski11, a range of 90 percent to 100 percent would

- be appropriate.'

* 3. The criterion should be related to the nature of the test. Ifw<the test
item was deéignated as follows :

Question (1) -~ 34 o - L
-19 S R L

' ' ' ~ ' .
then a criterion of 80 percent on the total test might be appropriate. If the -

test question were of the form:

& .
Question (1) - 34. Check one: (ag 13
L~ =18 (b) 14
. : (Cg 15 -
(d) 16

then a criterion of 90 percent might be more appropriate because of the chance

factor and prompting assoCiated with the multiple choice format.

4. A criterion may take 1nto cons1derat1on the perfonnance of others A.

level: may be estab11shed by referr1ng to the relat1ve posit1on the student ho]ds

4]

in a part1cu1ar group. This adds a nonn-referenced'element to the test.

5. A level _may be set by judging minimal competence. Experts decide what

score a m1n1ma11y competent person shou1d obtain.

Use.of_PrbfilescinfPianning,Educational Programs -

Teachers and other school personnel are often interested in the relative ?tﬁ
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levels of mastery that a student demonstrdtes in various skill areas and/or in
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y .
~the differences in performance across ski]] domains w1th1n one particular test.
e

_ A]though the’ construction of profi]es from test scores 1s a common practice,

tE .‘ ) .‘Eg

their analysis and 1nterpretat10n are complex procedures. School personne] must

be cautious in using Such_infonmatjon for purposes .of .educational diagnosis and

program planning. . T T
Salvia and. Ysse]dyke (1978) note that-"edUcators expect children with above-

‘average intelligence to perform better than average in their academic work. If

their ach1evement is not also- above average, it is coften a saurce “of concern

(p. 408). It is a]so true ‘that ch11dren who achieve re]at1ve1y lTow scores on

1nte1ligence tests are expected to perform below average. Too often, poor per-

. .

formance on a test of ability leads to expectations of poor performance in other

skill areas;.

Professionals have used assumptions about the correlation between ab111tyf

A K

and ‘achievement to support classificationh of students in different areas of
exceptiona]ity' Salvia and Ysseldyke (1978) point out that:

Flat profiles of individuals whose functioning measures signifi-

cantly below average in both intelligence and adapt1ve behavior

are used to confirm diagnoses of mental retardation....A child

who has a significant discrepancy between measured 1nte111gence

and both measured achievement and perceptual or language func-

tioning, or both, may have a learning d1sab111ty ?p 409)

It is also assumed that program p]ann1ng may be facilitated through use of -
prof11es of achievement tests. Pdor performance in one or more academ1c areas

4 _
may indicate a need for additional instruction. Converse]y,_h1gh achievement
in an academic area may indicate special interests or skills which can be capi- -
talized on in instruction.

If profile analysis is to be of use in developing’ instruction, attention.

must be given to the reliability of écore differences and to the differences in

-44-



norm samples. Salvia and Ysseldyke (1978) provide an example of profile analysis = -

* which is reproduced in Appendix C. | | ‘

. ACtivft . ._-_ L :: T. ”"_

Select a norm-referer ced achievement test commonly. used ,\1' n schools:

‘1. Analyze the contents;tor adequaoy in aesessing a specific abi]ity of
students (e.g., mu]tip]ication of twoeo]aoe numerals; inferential comorehension
of grade 1eve1 reading material).

( 2. Campare the test content with the scope and sequence of the curricu1um
being used in the schpol. ” :

3. Identify specific cnanges in instrument content and test.procedures

"(e.g., use of oral responses, written responses)'that altow for more precise

recommendations to be ‘expressed in terms of the curriculum and materials being

used in the pupil’s schooi.

o

Evaluation of'Intervention Effects

The success of any effort to improve -a student's academic and/or social

~ performance shou]d be eva]uated from two aspects (1) The extent to which the

treatment resu1ts in s1gn1f1cant change and/or progress,_and (2) the extent to

A

wh1ch the treatment program is valid.

Evaluation of Intervehtion Qutcomes -

Public Law 94 142 requires both assessment of students who are receiV1ng-
spec1a1 educat1on‘serV1Ce and ‘educational 1ntervent1ons and the evaluation of
the effect1veness of those services in ach1ev1ng obJect1ves for the students.
The current emphas1s on 1nd1v1dua1 educat1ona1 p]ans (IEPs) has resulted in a

need for the school personnel to become invo1ved with assessment of outcomes of -
~45-
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'_the1r programs for handicapped students Beyond this mandated assessment of the =
programs of a re]ative]y few of the students in regu]ar c]assrooms much benefit |

may be gained frog expanding program evaluation to assess _the progress of all -
students. o 1 | ~ -

o In his discussion of the assessment of behavioral change, Phye(1979), - - - . SN
points out that the educational professional is concerned both with the nature.
of the change and with the evaluat1on of the 1mpact of the intervention,

Nature of the change._ Here, the types of quest1ons to be asked deal with

the reliability of the data shgwing a change 1in behavior;and the d1rect10n of

the change. Evaluation in this area is typically concerned with the improvement

L P P g

. -and/or modification of the intervention program. A-standard method of assessing

- the nature of a change due to intervention is through a simole pretest-posttest d
procedure. In addition, the assessment of instructional objectives"must be ; - ';g
" dealt with on a continuing basis at all levels-of an instructional task in order

to monitor instructional methods and materials.

Eva]uation of 1ntervention impact. To eva]uate the effectiveness of the
educationa1.pr09ram the following question should be a;ked: "To_what extent was
the observed change a resu]t of the intervention treatment?" Here the program -
to be eva]uated may be any program or eurrﬁcu]um by wh1ch a student S educat1on
'1s_gu1ded. The "treatment" may. refer to the standard program in a regu]ar

'c]assroom or a mod1f1ed program in which an 1nd1v1dua]1zed educat1ona1 plan is

carr1ed out

Given, the eth1ca1 and pract1ca1 restr1ct1ons that are placed on the profes— .
s1ona1 in the school sett1ng, evaluation of program effect1veness via "true"
By exper1menta1 design is not generally possible. Phye (1979) therefore suggests

that some form of time—series design would be valuable in eva]uat1ng program
. A
-46-
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e impact. -In other words;-an on—going eva]uat10n~0f-a-prog am may not be'ab{e to = -“g~f
demonstrate that a program is necessarily better than oth r poss1b]e programs,. |
- | | but it shou]d be able to demonstrate that students in twbt program are progressing ;“fffﬁ

. over time.

A - Treatment validity. Closely related to the issue of evaluating program

effectiveness is that of_treatment validity. it is common'practitp_in special

education to use:certain tests as a basis for,prescribing educational treatment.

Nhen tests are used in this way, it is neeessary to assess their treatment va]idity;- ;g
i.e., to assess the degree to whichlthey enable.edUCators to accurately describe :

a program's effectiveness. In this section a procedure is described for assess- 551

ey

ing the treatmént validity of a test.
!

There are essentially'three areas of possible threat to treatment validity.
.These areds were described by'Gallery and Hofmeister'(1978) as: (a) the lack
nof a relationship between test and treatment; (b) the Tow qnality of treatment;
and (c) the lack of relationship between treatment and cufriculum.

Re]ationship between test and treatment. Can an educational' treatment be

| prescribed, given the test results? If the answer is no, decisions about
treatment are unreliable. The treatment decisibns may result in the student's '
failure to achieve, and such failure would be.difficult tb assess since it could :
beuthe resu]t;of inacburate measurement; ineffectire treatment, or. both. 'Re]ated...-
to this concern is the teacher's abj]ity:to determine a starting pdint for

treatment, If,the»test results do_nbt give some indication of where the treat-
ment shoU]d begin, the treatment'mgy be_inefficient or ineffective. _- : -f 4

: T Qpa11ty of treatment was the educationa] program fie]d tested or, researched7

" There must be empirical evidence for an assumpt1on that the program shou]d y1e1d
-aff1rmat1ve answers to the following questions: ',. |

Kt e - -47-




1. Is there evidence that the skills being targeted in the program were S

mastered by students on whom the materials were field-tested?

R4

2. Are the responses required in the student assessment similar to those . R

qequifed in the educatidna] program?
P

‘1 C 3 Ake the students on'whbm_a program Was field-tested similar to the _ .

“ -

pupil(s) being assessed? S

Relationship between treatment and curriculum. To what extent are the

. - R
program objectives contained in the curriculum? The issue here is one of

efficient use of time. A discrepancy between program objectivés and the curfi-

culum content could mean that the program has little relevance to the student's -

needs.

Validity involves all interpretations of the assessment data. Validity

' does'notAnecessarily refer to thé nature of the test(s) being used. That is,

one cannot automatica]]y_asSume treatmént'va]idity for-a criterion-referenced

- test and for a nom-referenced test, The extent to which test results can

assist a professional concerned_ﬁith planning effective educationa]lprograms

depends on the degree to which the criteria outlined are met.

=

Conclusion

Thfs-overvieQ of educational assessment and its purposes has beén-designed
to assist the prégress of'thé diagnbstician through the éomp]ex maze of educé-;
tion?l decision-making.

Educational aésessment-is a_multidimensional procedure by which’the.infinite

' - ’ Y

variety of a child's behaviors is observed and evaluated. Legal and social

mandates,,combihed,with_research,findings, delineate the responsibilities of

‘school professionals in assessment. These requirements have resulted in a crucial

coh
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‘need for educational decision-makers to understand the natube and Timitations of

“assessment technology-

The goal of educational assessment is the generation of educationally rele-
@ . o

vant decisions designed to make positive differences in the lives of children.

Schoo] personnel must be prepared to be accountab]e for such dec1s1ons One

, measure of such accountab111ty will be the va11d and re]wab]e re1at1onship be-

tween assessment, the demons trated needs”“T\the‘student, and the success of in-

structional szrategies"designed to provide for those needs. To assess the pupi]'

-and ignore the: 1nstruct1ona1 env1ronment is to imply that the pup11 is totally

“

respons1b1e for his/her level of educat1ona1 atta1nment - “°

In this module assessment strateg1es and issues have beén coV&(ed‘in a very

cursory'manner, ObvioUSly,,adequate_Competence_in pupi1,as§essment requires
much more than fami]iafity with the.contents of this modu]éﬁ Coﬁsﬁderab1e bfaé_
tice and experience is required to develop assessment ski}is. Some of this
praetice and experﬁence should be a part ofea11 classes tﬁat qegj with methods
of instruction, whether these deal wi th reading methods for elementary school
teachers or scieﬁce metheds for high school teachers. Some of_this_experience
should be-géined-in well-selected practicum placements. |
Attached in the "appendices of this mbdu]e}are a few exercises which could
be used jn feacher education programs.' Of course they are en1y a'beeinning.i
What is crucial is thaf feachers leaving today's-colleges have a background in
andieommitment to onégoing student evaluation. It is only then that we can
fee] conf1dent that, in an era of grow1ng heterogene1ty in school popu]at1ons,
an appropr1ate education w111 be prov1ded for all of Amer1ca s children and-
youth. - . - i o | ot , .
g 1. o _
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“h

Posttest -

1. According to. Pub]ic Law 94 142, the primary purpose of ass 1§E;t is to, _.__‘

a. ldeve]op appropriate educationa] programs for handicapped children.

" b. make _educational decisions about the lacement of children in curricula
and programs -

c. evaluate the effect1veness of the chi d S 1ndiv1dua1 education program
in meeting 1dent1f1ed goa]s and objectives.

d. a]] of the above

2. Because school prOfessionals have different training and unique skills, the
resp0nsibility for educational assessment should be .

o

a. allocated to the person who spends the most time with the child in
educat1ona1 sett1ngs .

b. the sole responsibility of the schoo] psycho]ogist as a function of
his/her training. R S | , .

c. an integrative process involving every person who has contact with
the child .in the educational setting.

d. the co- ~equal responsibility of those who are in a pos1t1on to contribute

educat1ona11y relevant 1nformat1onwabout the ch11d

3. Cont1nua1 evaluation of the ch11d 'S progress is necessary for the fo]]ow1ng
reason(s)

~

a. to make sure the assessment 1n§trUments‘Used re11ab1y 1dent1f1ed the
general nature of the child's problems. :

Y

b. 'to ensure that the child is not caus1ng further problems for the teacher.

c. to ensure that the student.is in the right curr1cu1um and is learning
at h1s/her max1mum rate. - ‘

d. to ensure that the" student S p1acement wi]] ‘be final and that there.
will be no threat of his/her personal adjustment because of movement
. td a new pos1t1on : . :

oy
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d. know that Tnterview- observation technlques are too subjective to yie]d o ;o
precise and reliable information, but can be used to supp]ement and '
verify other data gathered on the chi]d | .

A criterion-referenced test places a.child in terms of

- d. criterion-referenced test._ -

VEZ PO N THLEY IR NIRRT AN AR S RN A A A "“T‘AP‘\
R LSy e RO LR . . ‘
S . . .
o ¥ N S .o . ‘ﬁ\‘
7 N . . !

In using the 1nf0rmetion from obserVation and.interviews, school personnel

a. can view the 1nformat10n as accurate because of the re11ab111ty and
: validity of the instruments used : : S : E -

b. know that they have obtained accurate 1nformation
'

c. know that the 1nf0rmat1on they obtained is more accurate than 1nfonma-
tion from only the child's teacher because the 1atter is not spec1a11y
“trained fo assess students.

a. -a.sequence of tasks. R _ -
b. a set of percehti]es.
c. other children.

d. a set of nomms.

-

Norm-referenced tests ere often

a. sensitive to a specific curriculum.
b. good diagﬂostic~jnstruments.

C. inSensitive_to a'speéific curriculum.

d. useful for directing specific remedial programs.

A domain-referenced test is one form of a
‘a. standardized diagnostic test. ' | | .
b. norm-referenced test.

+¢. standardized ééhievement test. e, | .




The intelligence test is a

a. nom-referenced test.

b. cfiterionffeferenéed test.

c. gomain-referenced test. - \

d.- achieVement test.

If a criterion-referenced test was used to rank the pupils in a class, |

the test would be used as

o a. a cr1ter1on-referenced test.

10.

«d. planning educational programs.

11.

12.

b. an achievement test.
c. a nom-referenced tést.

d. a domain-referenced test.

There s a strong movement to de-emphasize testing for purposes of
a. identifying and classifying. '
b. remediation.'

c. specifying students' present level of skills.

H

©

The most used spec1a1 education test1ng procedures are those procedures

which SN 7

a. give a percentile ranking.

b. facilitate remediation. |

c. facilitate giving end-of-term grades.

d. place a child in relation to his peers.

“When a child meets;criteria.on a domain-referenced test, he should

a. have mastered the test items on1y

b. be ab]e to master all examp]es of the domain when encountered

c. have mastered am least half of the poss1b1e examp]es of that domain.

d. none of fhe abOVe

-53-
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13. When selecting an assessment 1nstrumenf, professionals should first
a. decide on the scoring procedure:- | | | B
b. make sure that there are at least two forms of the test.
C. c1arify the purposé of the test. o -
d. . make sure the students can understand the directions. N
_ o Y )
14. For criterion-referenced testing programs to be effective, - e
_ . R K
a. they should be administered by an impartial outsider. |
" b. théy should be administered at the end of the year. i
c., they should be integrated into the daily teaching procedures. R
d. they should be administered at the beginning of the year.
15. A matrix with one axis listing the skills and the other listing the pupils
is a g
a. table of norms. o P ‘ N :f§
b. dfagnostic class profile. :
c. individual prescription. ; g
S s
d. standardized test. .
16. A criterion-referenced test can be made more practical by
a. adding norms.
b. expressing results as_a percentage.
) : _ ( \
c. cross-referencing the skills.
d. expressing results as ranks. '
17. A diagnostic cTass‘p(ofi1e can be used for . | ‘ﬁg%' _ N
a. recording pretest data only. : | R | - ) “ ‘5j

'b. recording pre- and posttest data and monitoring student progress.

c. recording posttest data only.

N -a, §

d. recording the data on which each class s given.
54- o
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18.

19.

20.

21>

22.

A we114c0n5trueted'criterion-referenCed test should

a. generate prescriptions for direct individual instruction.
] ’ ' :

b. generate percentile rankings.

¢c. provide information regarding the appropr1ate novym- referenced test
to give. , A

d. “none of the above.

If a teacher feels that parts of a'criterion—refereheed:1est are inapbro-
priate, he/she should

_a, not use that particular test

Y

b. adapt the test by deleting the parts he/she feels are 1nappropr1ate
c. make up his/her own test.
d. delete those parts he/she feels are 1nappropr1ate but realize that

~ the test is'no longer valid.

Test developers claim that Test A is more reiiable than Test B. To determine
the accuracy of their claim, what information would you need about Test A?

tive national sample of students for the standardization of the test; Each
leyel of the test was standardized on at least 150 males and 150 females at

Th;ﬁauthors<yfthe WRAT state that no attempt was made to obta1n a representa-
1

_each of nineteen age levels, producing a total standardization population of

5,868 persons at Level I and 5,933 persons.at Level II. "Norms were not
stratified on the basis of race, ethnic group membership, socio-economic

level or geographic region. Schools in only seven states were included in

the standardization sample. No hand1capped children were included (Salvia &

Ysseldyke, 1978, p. 160).

Identify five chdracteristics students may possess that require caution
in 1nterpret1ng test results and that may demand adaptat1on in test adminis-
trat1on i

What are the two questions to ask when eva]uating the nature of behav1ora1 :

~or academic change in a student during and after intervention?
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23. s When assessing treatment vaHd1ty, whfc{\ three areas wﬂ] be of possib]e \

threats to validity? S . _ 3 : |
24. How do the needs of ;dministr‘ators in regard to asse'ssment information - . _

differ from the needs of teachers? What are the practica] implications ~ U

of these chffermg needs? S _ e s
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Exercibe 1

It 'has been noted in’the research literature that.the.laek of mestery of
soqnds of letters is a major skill deficit'in_menyrpoor readers. &VSL-

wrl} be presented with.a paragraph Which a'stﬁdent'hae read with markedly
poor ekill. Specific prob]ems are identified in the %est by a code which
eppears_beneath the paragraph. Look for a cons1stent pattern and frequency

of érrors. Des1gn a or1ter10n referenced test wh1ch w111 cover a]l the

problems 1dent1fied | The test will be individua]]y and ora]]y adm1nistered

as a pre- and posttest to monitor instruction in the pronunc1at1on def1c1ts.

N

#

Also prepareaidiagnostic class profile to be useq%1n association with the

) . ' | Lo y ¥

test. The class profile should include the following components:

" a. a space for listing at 1e§st 10 pup%1s;'

b. a listing of the sound being'evalueted and
c. a clear and simple cod1ng procedure for enter1ng the test resu]ts

The coding system shou]d a]]ow for updat1ng the prof11e as skills

Q

are mastered.

All the adm1nistrative procedures shou]d be descr1beg in suff1c1ent deta11
so that another teacher might use the instrument without additional in-

formation apd/or trainfng.
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" Reading Paragraph

(very) | vmws%vxz : .

-
(0) _ Y (pronouncd "d") | _
T gy e (o) o S (o) (big) - S
_Va'_‘ 13@01_&, old man. He lives in a cave near a lake. Van has al
| ‘ (Oi ‘ N o | | (zaid "bed" at -
. bed and a stove in cave._ Van made @bed of old He "ﬂde@setove first) .
S | _ “ o . ' ‘ (said "bed" at ftret)

of old br}cks He sleeps in the bod Spot likes to sleep near.qtove llis

bed- is _Justold coat. . - | | o

(a) (l7ve) ,(-0“) ,
Spot likes to live in van' s cave. It 1s home for.old man and @dog
(n) (a) . (0) (a)

Oncg Van and SpGt went to hunt ducks. V&h saw a £15ck of ducks land on @ lake.

i (fTrd) (f'zr'd) o ((2 '
Hé flred and ff/ed at the ducks. "I hit five ducks,! said Van. "Jump into

() - : (a) \
water, Spot and get @duc@ for me." Spot Jumped into the waves and swam to

get@ducks.h | | ' ' .

Scoring Code - ' ,' : o

1. — (letter or word sounded incorrectly)

2. O (word skipped) N N '

3. ¢ * (word or letter which student sélf—corr_eéts)
4. N (insertion)’

5. sk . (rows skipped)

. - ; o oo
\ - -
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Exercise 2

You will be presented with a case report"bf a student who has been refér?ed' .
to a school psychologist foffevaluation, On compTetibn of the reading, decide

whether you,hgve'su%ficienf ihformation about the child to make recommendations . »
for him'és regards educational placement and tréatment. If you do not feel that

there is sufficient ihformation, what ad¢itional data do you require and how <~
will you obtain it? Detail the procedures yoﬁ would foilow and the methodologi- |
cal consideratiohs you would make in your choice of assessment instruments., ~In—" e
clude aﬁ outline of théaprocedures ybu would follow in eQa]uating the succeés of. .

any educational program-yod\might recommend. Discuss the result of this exerc{se

with other members of the group. ,

:
Case Report
Client: Uadell P. |
Age: 10.7 - . f
Birthdate: 2/3/65 | s -
. X , : . ) 3 - . ~

Date of Evaluation: 3/10/75 ; ™~
Parents:: Edward and Jane P. )

327 East 800 North Boulevard

Los Angeles, California ’
Referral Reason:

Wadell P. is a black student who was referred'byrhisiteacher, Mrs. Sharon K., )

and Principal, Mrs. Noreen S., of A School, for psychological evaluation . ._;

and possible placement in a service plan for an educationally significant handicap.

. Tests Administeredﬁ 'Stanford-Binet, lM, Inte1ligence»fest

. : \
Stanford Achievement Test
Draw-a-Man (unscorgd)
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1 . . . . ‘

\. .
‘“

ol - ¥

Background Inforﬂ%tion:.

Wadell P transferred to A - School oh January 7, from a school in-

Los Angeles, a11forn1a His¢recor§s~were'not available from that school at this:~¥w

time, but his current principal, MrS. S " -, related that Wadell's mother indi-

¥ -

cated he "had some problems" at the previous school. He yés placed in the class- -

[\

. - | - |
room of Mrs. K s and over the past month she has voiced some concerns which

necessitated this'réferra]. Specifically, Mrs. K reported that Wadell

¥

does not seem to beiinterested in making friends or in the activities within the
classroom. She deSL

ribes his behavior as "impulsive" but generally "underactive,

_ , N , .
as he seems to act in slow motion." Often he "ﬁﬁitses to talk," and often fails

to make abpropriat% responses in social situatibns (1.e., doesn't talk fo otheri
ch11dren when spoken to, doesn't join in games). She also indicated ‘that "he

1s a clumsy ch11d,;or at least uncoordinated fégfhis age. when you can get him
to respond, he seems to be a little behind in all subJects, but especially read-
ing." i |

. 0On the firstfday of the evaluation, Mrs. P - was in attendance and. pro- -

vided the fo]]owﬁrg information. Wadell is the second of fbur children. He has

had no significapt-ilinesses up to this time. When tested previously, his

vision was believed to be 20/20 in both eyes and his hearing was "0K." Mrs.

%

P stated; "I don't think there is a problem with Wadell; he's fine at

v

home . " Then was added, "Mr. P s employed és a R]umber, presently, and

the family receives assistantg through the Department'bf'FamiTy_SerVices:“ Both -

parents reportedly compl eted thg ninth grade. Mrs. P -workéd as a sales
clerk "before gettihg married and becoming a housewife." Mrs. P _reported

that both parents take Tittle interest in Commuhity affairs.

*

° -61-




Behaviora1,0bse%vatiohs: ' - | .

-

The'tests'were administered in two morning sessions on two consecutive days.
On the first day, Wadell was braught to. the testing room in the school by his *

teacher. When introduced to theléxaminer,-wade11_remained quiet. At this time,
S . _ ' “
Wadell was only given a Draw-a-Man, which was not scored, and whose purpose was

. ‘ ) . ' 4.
only as a rapport builder. On the second day of testing, Wadell was frequently -

verbal with the examiner, and his speech could be characterized as "slow."

Drhing administration- of the Stanford-Binet (an I.Q. tést), some of the answers

were impulsive, especially for the memory—for-digits items. Although rapport
could be characterized as good, wade11-seemed quite diétractab]e from the task.
at hand when the examiner would reach into the kif for the next iteé. Wadell

i remained in his seat except on two occasibns. When wa]king,'he seems tb drag
his feet 1q_én uncharacteristic gait. He does not hold a pencil solidly.
Test Results: |

. ’ .
~—~ : L}

The Stanford Achievement Test was administered first as a broad-based

assessment of Wadell's academic achieVement up to this point. He was adminis-
tered-the Primary I Battery (or Intermediate 11 Battery) and according to the

norms supplied, obtained the fo]]bwing(scores:

a. Word Reading: - one yeaf behind a. same
N ' S
b. Paragraph Meaning: 10 months behind - b. same &
c. Word Study Skills: 10 monthélbehind' C. same
d. Vocabulary: 4 months behind d. .samé i { -
: . . : ) '
e. Spelling: 5 months behind e. same i
Uf. Arithmetic: 6 months behind . Arithmetic
. , - (1) Concept Formation |
N . 3 months behind O

(2) Computation
3 months_behind

(3) Application
. 5 months behind

Y
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‘N‘de11 has diff1cu1ty with receptive 1anguage Questions had, to be repeated;

TR

¢

The Stanford-Binet was administered next as an indicator of N§He1i‘s-ab- e
stract verba] 1eerning and prob]em-éq]ving aPi]ity; Theltesﬁ\rQSUItS were COn;. _ -
sidered to be-vatid'és-wade]1 was passively cooperative. According to the normi....;j;
EUppiied, Wadell received an IQ=77."He'hadﬁparttcu1ar problems on the vocabulary, '
maze, and memory for digits‘itemsr He was unable to give‘a reasqnab1e~anSWer
when asked, "What would yod'do if yeu were'asked,by a stranger how to find the
nearest Service station?““ (Answer "Who? What service Statidn?“)k Scattered
throughout the other items were answers wh1ch can only be character1zed as a puz-
z1ed look, as if Wadell just didn‘t understand the quest10n It 1s felt that |

\

he did not engage in conversat10n | ' @

t

| Summarx

Wadell's assessment 1ndicated that -he is performing at a low 1eve1 academi-
cally, particularly in receptive and expressive oral and written 1anguage. It
should' be noted that when a social worker visited Mrs. P at home, she -

found that Wadell's behavior at home is in sharp variance with his behavior

‘at school. He is capable, happy, and talkative with_ﬁis peers. No one in the

family 1is concerned about his pattern of poor performance at.schob].

~63- | S ._ : A
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Y
. | S .Exercise 3. | 7f¥
_ Y
T?ke a commerc1a1 e]ementary schoo1 text in arithmetic. - - ._ - : o | lefi;;
, 1; Develop a criter1on referenced test that cowers the major skil]s which |
lhvstudents are expected to learn wh11e working in th1s ‘text, o : : 1f1
2. (\Des1gn a record that would allow a teacher to keep a sequenced on-going - ;5j;
reCprd of student'progress whi]e working in this text (indicating your | :
criterion for mastery of SpeC1f;C ski]]s)
3. . Develop a brief. screening test wn1ch wou]d allow you to . ’
(a) determine readiness of : student to use ‘the text, and . t“ ) _.’ ;
(b) to place students'qt ‘the anpropr1ate place within the,text. |
. * -t
o . :ﬁ
. .
.. . ®
q., s ’ o , I
e e \ L . ‘ '
e u ' .
o e .o/ | .
. ; _ -
R ’ ' . £ .
1 Vot ;
, i -64-
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EXefcise 4

-~ It has been noted in the neseanth-literature-that the lack of mastery
of the sounds ofi1etters is a major skill deficit in many boorﬁreagers._ De%ign

a criterion-referenced test that would be individually and orally,administered.

‘

The test should cover:
(a) a]]zthe consonants, . .
_(b)' aTl-the shoff vowels,
(c) all the.long'vowels, and .

(d) several common consonant blends..

Also prepare a diagnostic class)profile to be used in association with

©

-

the test. ~The class profile should include the fd]quihg'coMpdnehts:
(a) a space for listing at least 10 pupils,
(b) a listing of the sound being evaluated, and
(c) a clear and simb]e coding system should allow for updating the -

profile as skills are mastered. . w

‘A11 the administrative procedures "should be described in Sufficieht'detail S0

that another téqcher might use the instrument wfthqqt additional information

h

and/or training. : : ‘ 2

2t

v




©

 Exercise 5
N |

o . g R o : o
The situation: A high school remedial math teacher set up a grading

90%, B = 80%, C = 70%,

f

system for the end-of-term repbrts as follows: A

D = 60%. The percentages refer to the average of the mid-term and final exam
' ) Pa : . _

results. How might the teacher apply some of the mastery learning constructs

~

and still award grades?
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- c. You would recommend that further assegsment be cpndueted;' A thorougﬁ -\

-
l

Responses to Exercises

l
t
| L
i
I

I

\
rS

You will note that theAe 15 a s#gnificant pattern (or set of patterns) to.

errors made in reading this paragraph. There are numerous cases of the reversal =~

of the letters "o" and "a" in different words. Some words were substituted for
those in the test, and there wasea censtanteomiesien of "the" -and "an," thodgh-
significantly not of "a." Words containing “f" were mfspfonounced,_ Errors in

the second paragraph\indicate that the student did not discriminateethe Word,

"stdve." He/she seemed to expect that every reference would be to "bed."

~ However, he/She did make a correction on both occasions. ~Any remediation should

focus on these deficits. Your criterion-referenced test should be constructed

to monitor progress in these areas. When constructing the test, remember to .

include criteria for mastéry and to rationaldze your choice.

Information presented ih this case‘studj is not adequate for you to make an

appropriate de®ision about educational placement and treatment for Wadell.

s

a. There seems to be a d¥screpancy between wadell‘elbehavior-at home and at
scpool. You would need more information about.such variables as the

R - , . o :

teacher's expectations of Wadell, demands made on him by the classroom \

environment, and the-nature‘of reintforcement methods employed in the o }
classroom. ! . . : . ;\

b. The testing 1nstruments used should be evaluated to determine if they weré

~ approprlate, particularly in terms of language, concepts tested, re]at1on-1

sh1p to €urriculum, etc.

assessment of language, both receptive and expressive, is necessary. | \
. A . ’ . . 7 ) . \ . . \
d. You would recommend further assessment in deficit academic areas, with |

- * _
particular focus on criterion-referenced information. You would, of
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course, outline the conhsiderations you would make in select1ng the assess—
ment 1nstruments |

e. Following the assessment ptoéess, you would examine the curriculum in which
Wadell wes p]aced.to determine which deficit ereas.ake the results of
inadequate or inappropriate classroom learning experiences and which_are |
the results'ef learning brenlems. | . )

{ | _ .
Responses wil}_vary according to the text selected. Students may benefit from

eomparing responses with students working from the same text. Compaiisons of

criterien—referenced tests based on different texts designed for the same grade

are often useful in showing how curr1cu1um can affect a student S preparedness_

for standard1zed, norm- referenced achievement tests.

The attached 1ist of basic sounds might be used as a resource for this exercise

if the participants do not have currieulum knowl edge in this area. The major
point to be brought out here would be the alternative of éssigning grades in
terms of units mastered rather than in terms of average scores. For example,

a grade of "A" might be assigned to students who master nine of the ten educa-
. , o _

s @

tional units in a given course. .-

-68-
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Supplement for Exercise 4
(Single Letters)

Number Sgund _ _ Key Words | s

1 . mo . me, him

e e

—
- &t

) _ _ a o - o Eb.p']e-,.fﬂa_t'

3 s - so0, kiss

4 *e - . " 'me,. he

5 f | S Cofull, A
d | | did, feed B S

7 ~ | r | | ~ ran, rip

8 . -1 ~it, pin

9 cat, traffic

10 0 ox, not i ' <

1 N - : - not, sun

12 t | | top,: hit

13 h - _ hat, how

14 u R . up,rug

15 o g a , 9o, rag o -f’

16 R Tit, will

7 W ~ win, watch .,

18 - k | | .léjss,.m‘ﬂ_h

19 ) | | ~ open, go

20 V. | | " very, live

21 o P - pat, sip

] 22 . | e ' 'g_nd, pet

23 b | -7 big, rib R

24 yes, yellow. R

< <

- 25 _J_ump,' Jj_(_eeﬁ T

26 X ‘ o " box, six - S

- 27 '.7 ': ‘ *y o . my; cy\y

T

28 S L g - Lo 200, bUZ]:_ . e
% - —=s - - = S = 2 . + 03 " -

oy
Y
4
Ed




Sound

‘Wru \\z\NT'f-' ';'In‘ftr\\1\" "r S "',ﬂ\ﬁe" m»{lf"’ 1 r'(ﬁnr ‘,\\'W‘“ *l},ﬁmmrr—va\gw‘o\w“gwmq T )r\-‘( L"“ m.

ra gv«n \u\“r 3"‘1

Letter Combinations;

1

i

- /letter _ -

Number C mbin?tjpn : 5e¥ Nords;. .
29 / ir bird, fir
30 th then, that ' |

31 | / “ qu quit, jlieen 

32 / er .her, faster
33 /‘ ea seat, mggn, 

3 ol '-gld,'bglt

35 ur _ turn, gr*i | 45 ‘

36 '_;'/ eeﬁ . - feat, ne&;

37; wh 5 " ' when EQQXL
\334‘ . “00 - ’ > . boot moon’ s
'3@. U aw " x ’m‘“gggi f]gg .

T;ZO © or \ ; v o {ﬂfé[, ggde# }% )
41 Cat L __ vaid, pain |
42 oa‘g'. ¥ . oat, 1oad : \

43 q -ou } out, 1ég¢.' ;\;
‘a4 igh - night; sigh | \
-45 gj?.k . ,i \stgx,.pgx_ -; Xk
46 al "vbald fall X

. e Sy ¢

47 .oy . ng,'pdx \
"4§ " sh ~ shout wish B
49 - ar %g[) start

50 : .bi ’ _éj}, point _

51 ch - chop, rich.

52 N ** a-e . gate,'plane

,"f?(" S

-~

LN

e
¢

-

P




!I. ' , .
— | . | ¢ Letter. Combinations -
o - : (Continued) .. , o
“Sound Letter ~ )
Number.. . Combination . - . Key Words
53 S jle ‘ | like, dive
> 54 - 0-e . | rgii_e, hgj_\_e ;
. 55 . . *x y-e mule, flute |
y ] A} 2 >
| 56 .« % ew - news, skew )
i A _ o ooy -
S ‘~, | - | | . |
| * e, 0,7y, the 1ine over these letters indicate that the letters be the 1ohg
. " sounds and: have the same sqund as the name. of the letter (e.qg., as in be,. go,
. cry, he no\\ dry) . N |
o .i-e These are 1ong sounds Qe , 'a-e" is the long sound of “a"
. - 0-e fo1lowed by a "s11eht e" ?e¢g., as in make, home, drive, fuse)
. . \
. \
A '\ x
. \ ‘ ‘
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APPENDIX C -

Keys to Pretest and Posttest
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- o v Key tO-Pﬁetest R

Xy

!

———— 5
“3. .
>

Short Answer Items.

1.
2

. oa. Chikd's files.® I - /-

fo maké educationa]ldetisioné about thé perfdrmance of spudehts.
. _ j
Testing is on]y one method of assessing a ch11d Assessment is g?flfx1b1e,
continuous process 1ead1ng to an ongoing program which may be modi fied in
N /s

the interests of the student's life s1tuat1on and of a reduction 1n/h1s/ ' _'ﬂ

her current specific difficulties. | B

. "a. Selection and administration of tests in a nondiscriminatory mgnner.

. |
b. Provision of test materials and procedures in the child's nat]ve

language or mode of communication.
~

S

c. Proh1b1t1on of the use of a single test or procedure as the/ﬁo]e

criterion for determ1n1ng educat1ona1 p]acément /
~ . /
b. -Information from significant others in the child's life.

c. Observation of the child. - S
d. Norm-referenced tests.

_ N
. Criterion-referenced tests.

a. Current life circumstances\

- \
J&ﬂk Deve]opmgnta] history.
c.- Extra-personal factors.
d. - Situational factors. .

a. " Referral.
b. Screening.
c. Evaluation of screening and planning‘interventidns.

d.. Evaluation of intervention effects.,

-73-
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10.

n.

2.

13.

a. - | |
b. Awareness by the student that he/shd is beingi;;;;§§éat\
C. -

d.

Observer bias.

&nconsistency between interviewers.

Test invalidity and/or unreliability.

A student's scores on an achievement test reflect pupil ability as compared

to ofhers of comparable age level and the 1nstructfbna] effectiveness of an

educational program.

. a.
b.

a.

d.

e,

. Use 6f the

Use of .the

To provide

To provide

To
To

To

measure

measure

test for purpbses other than those for which it was designed.
test fdr‘individual purposes when degigned for use with a group-

recommendations for 1nstructibnaf an& behavioral goals.

recommendations for educational placement.

present skills. ! g

progress toward goals, |

. ‘ | i
measure . the effect of an instructional|program.

Norm-referenced tests evaluate the child's performance by_cbmpérisonyﬁfth

. . St . I3 . '
that of other children. - Criterion-referenced tests evaluate the child in

terms of some learning task at some absolute standard that is.independent

of other children's performances.

£

A domain-referenced test is one in which the emphasis is placed on precisely

| _identifying skill areas (domains). The test items of a domain-referenced

test are selected so that one can be certain that the child who meets cri«

teria on the items which represent a domain (such as 1oﬁg-division of decimal”’

fractions using single digit divisors) would be'able to meet all the other

examples offa domain when they were encountered. .

a.

b. The range shoulq'be'80-100 percent . o -

o/

-/

Criterion should be based on subject matter ..

-

|
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| ¢c. The -cr.iterion- sﬁould relate _t(;' the natu;‘é\'\of tﬁé t'es_,t. }‘.{5 B y/( |
,- d. Performance of others. - N L ' \ f" |
1’ | e. Expert decfsfon oﬁ“ ~min-i.mal 'compé‘tenée. o . /
f! 14. Nafure of the c‘ﬁange in the student and impact of the interventi(;n.: d ij
’ | + 15, The degree to \«:hic;l tests enable educators to accﬁréte]y deScribe a treat-’y
. | . ment gf‘fe'c_tv.: , ;y
\\,v_\lﬁ. a. Parental permiss‘ioh is ﬁ_ecessary before _i;itiation (.)‘f _'di:agnosis or J’/ ) m
evaluation and for p.lac'ement beyond a regular education classroom./g |
b. M.u'].tidisciplinar‘y eviluation. o : ' ¥ / v
c. Due process or procedural sa'feguards to ensuré the educational rights\ _
of the child. | o - N
' E‘l B True/False Answei_'s |
1. F g / T |
2. F T | 8. T ‘
3. T | | 9. F
4. F | : 10. .F
5. F SNnLT
6. F - 12. F |
| | | 13. T | S | E
A : . ‘ s
Y
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%Key;to Posttest

1. 6. C 11, b : 16. C " i
2. d 7. d 12, b 17. b

3, - 8. d 18, ¢ - 18. a

4, d 9. ¢ A8 ¢ 19 b B
5. - a 10, ¢ ;P 15.- b

y
’#

20. a. Validity of the test for the"purpose'and the populations.

b. Information abouy’technical adequacy of test

(1) administrat,rl’on S { : : : ’ ' ' T
(2) standardightion/norming groups ' N o | |
Vi |

c.- Knowledge of . the physical and mental characteristics of the child béing tested.
d. Knowledge of curriculum in which child is currently placed. // L

e. Relijability coeffiCients (for test and subtests).

g
/

21.  Answers should include Characteristics of geographic region,- cultural/ethnic
background age of student (C.A. and M A.), nature of disability and its

possible effect on nature and rate response; any medication prescribed for
the child and its influence on:theynature and rate of response.
22. a. What is the reliability of the data supporting a change?

What is .the direction of the change?

23. a. The lack of relationship between test and treatment.

b. The quality of treatment.
c. The lack of relationship between treatment and curriculum,

24. Administrator Needs -

Student program placement.. S _ 1,
Evaluation of educational progress. L,
Appraisal of effectiveness of specific curricula and programs.

Identification of students with specific disabilities for funding purposes.

Teacher's Needs

o

Instructionally relevant inforhation. | SN

Precise knowledge of students' \specific skills and deficits S . o

Any other information that will facilitate effective intervention : ' - A
g ' "§

Practical Implications ff// ' o St ' b

Nature of assessment instruments (norm referneced criterion-referenced,
diagnostic rather than achievement test relationship between test and
curyiculum sequence) :

-

81
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jHofmeister, A. M. Diagnostic capital letters'andgpunctuatwon tests. ngan, UT:
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Adelman, H. S., & Taylor, L. -Initial psychoeducational assessment and related
consu]tation Learning Disability Quarterly, 1979, 2, 52-64. -

Abstract ' Criticism of current approaches to assessment indicates the need <¥
for e?fectﬁve alternatives. Given a general understanding of the criticism, -~
the authors describe the basis for an-alternative -approach to initial assess-
ment activity. Specifically, the discussion focuses on (1) a conceptualiza-

N tion of initial assessment and consultation; (2) the problem-solving paradigm R
as a framework for guiding this activity; and (3) a description of procedures: '
and initial"gmga, fram a demonstration program. - -

°

Becker, W., & Eng!lzann . Teaching 3: Evaluation of Instruction. Chicage:_
Science Research ssociates, ]976 | .

sented in t section on educational assessment.. Included in this book are Sy
the followin topics:

instryctional-progr.

Abstract: Hgéf b;pk elaborates and exempllfﬁes many of- the constructs pre- -

kinds of tests; understanding test scores; constructing
-based tests; approaches fo monitoring student progress;

outcorie evaluatio h criterign-referenced tests; norm-referenced achieve- .-475
ment tasts; 1nterpr g norm-referenced test scores, and who can be taught P
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{f;f; Gal]ery, M., & Hofme1ster, A-M. A method for - assess1ng the treatment valldt%y
.s of tests in spec1a1 educH®toh . The Except10na1 Child, 1978, 25(2), 105-113;

R Hofmetster*'ﬂ ‘M. Testing.and treatm va]idity. Journal of Learning Disa- v
X bilities, 1979, 12(3), 73-75.. . . L

| Abstract: The-above two articles tnclude specific recommendations to the =~ ° !
psycho]og1st who is concerned about selecting tests that will have instruc-
" tional relevance. A deta11ed frame of reference listing spec1f1c criteria
: for tesaﬁ;plection is provided PR LT ' o
i S ._
oy . —— ’ Lot ' i ﬁ A
~ Learning o'isabﬂ'ftygujterl? 1979 2(4). : s v N
s R A T - .

- Abstract: This whdle issue h49h11ghts ‘the assessment of Tearning disabili- - s
‘ties. Three articles that are especaal]y app11cab1e have been included in " L
the’ An otated B1b11ograﬁhy " ‘ . - - =
. ' k : < B | X o 3 ',

Salvia, J., & Ysseldyke, J E. Assessment inAApec1a1 anb remed1a\‘educa qbn S
Boston: Houghton- M1ff11n 19787 - N : .o,n _//fr*
Abstract: This text is destgned pn1mar11y for teachers in special and - ) '« T
remedial education, but alsy. for the support system ofgspecial education , .

- -students, 1nc1ud1ng counselods, e@ucationa1 administrators, schgol psycholo- °
gists, and social workers. No prior knowledge ©f measurement andfstat1st1Ca1
concepts ~is assumed.. , t . o o . " o
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c . . .
Parts 1 and 2 provide a geheral overview of an orientation to assessment.
Part 3 provides detailed discussions and assessment of achievement, .intel- =~ ...
: ligence, adaptive behavior, and readiness. "Part 4 is integrative and deals N
N . with the application of assessment practices in special and remedial educa-
) S ‘tion."Part § is felt to be particularly applicable to this-moduley
Al -~ . . L "~ h ) ) B \
. A 5 | . | :
‘Thurlow, M. L., & Ysseldyke, J, E. Current assessment and decision-making .
) $gagﬁices in model LD programs. tearning Disability Quarterly, 1979, 2(4), *,

- © -

-

Abstract: [Data-from questionnaires completed by forty-four Child Service

Demonstration Centers were analyzed. Information was provided on the num-

ber ok children served, the LD definition used, the kinds of assessment

, . data collected, and the purpose for which they were used; the specific *
T assessment~devices used .to collect data, and™the purpose for which they
- ~ were used; the typical, composition-of the placement team, and the major

-~ " . sequential steps in the assessment/decisien-making process. Results sug- .

gested that assessnfent and decision-mdking in the field of 1earning disa<;”
L . bilities are characterized by variability and inconsistency. - The implica=
j . tions of the~findings for current assessmeht,praqgices are summarized. g

- . 2, ~
4

° P . e

' . "\ e
-~ Ysseldyke, J. E., & Algozzine,, B. Perspectives on assessment of learning_-

- S disab¥ed students. Learning Disability Quarterly, 1979, 2(4), 3-13.
: | : . : -». i T . J
Abstract: Current critical issues ip assgssﬁ%nt of learning disabled -
\ : students are descpibed with special emphasi$ on logical fallacies in the
= assessment process. New directions in assessment are specified and dis- - =
cussed. ) ) =T W oo ,
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Classroom Techniques

PAUL WEHMAN ’ |
STUART SCHLETEN ) .

.

- Assessment and Selection of Leisure Skills for Sewuh

H(mdarapped Imlzw(lual\

Leisure  skills pm},x.mmnng for ac\culy
h.mdl(.lpp('(l individuals iy luunng incregised

attention. For exannple, availability of feisure -

skill nuerials .(-Qn_ilil:(:h 3 Delongehamp,
1974; Reid. Willis, Jarman, & Brown, 1978),
type of materials (Quibiteh & Risley, 1973),
and proximity ol bhjeas (Berkson & Daven-
port, 1962; Wehimim, 1978) are cffecive
techpiques which rfequire mimimial trainer
intervention. On the: other hingl, more in-
trusive types.ol teacher iHahlilDI“IC have been
demonstrated, such as r(-iuj()ri‘clncm ol ap-
propriate object manipulaion (Favell, 1973),
modeling (Gabel, Hendrickson, & Strain,
1978; Morrnis &_ Dolker, 1974; Wehmah &
”Mnuh.ml l‘)?B),.md task .m.ll)\ns(hhuh.lm
& W(hm.m
“1974: Wehiman & Manchant, 1977: Wehnman,
" Renzaglia, Bervy, Schuyz, & Karan, 1978),
These elforts vepresent o slgl\ih('iilll s_li"p

“toward documenting the lebur e shill capabjl-

ities of severely and profoundly handicapped
individuals. Rq,u‘lmhls however, ttle intor-
mation is availahle I(l(‘\.llll Lo assesing age-
appropriate ykills, Furthenmore, once a com-
mitment to leisure education has been made,
}(‘.idl(‘ls and other pmumuucrs are faced
with the following question: Which lesre
skill(s) should be selected for imtructon? With
the lirge number of lgisure shills (e, games,
hobbics) available, and the recreation skill

_dthus characteri mu of most severely hi mdi-

c,npped individuals, assessment and  skill

1979; Nictupshi & Williams, -

s(l(umn are processes. aitical [ (Huu "
L uetion. ) '
The por pm:- of this paperis iwolold. Fivs,
leinnre skill variables will be ademtibied for
awessment. These facory provide ditfeérent
types of datr about an idbvidnal’s leise
adlivity,  Sccond,  certgin oriteria

for skill sclection. ‘The present eport i

amended tor practitioners wha work with

imdividuals of all ages dhssitied as moderaely,
severely, and profoundly mentally: retarded
(1Q =90-51).

Leisure Skill Variables for’ lnmal
Assessmenl

Assossnu'ql of an individuals leisnre skhill
compgrencies iy necesary helore designing
an appropiine program. laitial asesment
will help determine whicty shills the parnc ipant
can perform independendy and which skills
requite verhal, gestunal, or physical assistanc e,

Unlortunately, we inenot gware of anypab. -
hshed or unpublished leismr e skill inventories

will he

. A}
Proposed which mav be used as gimdehes

3

o1 criterion-referenced curviealam jgides -

whuch are semitive 1o the umque needs and

problems of severely and profoundh handi-
capped peisous. \lllmngh work iy un(lcl way
(e, \\(hm.m 19749), an this pmul 1 1S NECes-
sary 0 use feisure shill inventgries designed
tor hlbhcl -l lmmn;' individuals or recrea-
“tion activity, giides wath activities or skitls thi

/ T . ’ - Yo . N
. : . . -
N -l - i . )
b ]
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T ~#  should refiect the spegific skill which the. 7 Lo
+ 7 tédcher wants the child to learn. An example If an individual has some degree of proficiency
of a task an.«lyllc assessment {or playing with with leisure materials as Reid: et al. (1978)
a spinning top.is provided. in Table 1. This found, then the instructional variable of ¢
table contains an instructional objective, a-  interest may be the duration or le ngth, ~ul
task .mal)sm for playing with a-tep, and the time the participant, ¢ngages in 'mmly
- _ ~ verbal cue provided during the assessment. Duration may be asiessed by recording: ihc
The recording form indicates that for the “amount ol nmc spvm in (Illlclcm Aattivines.
' o , - o T
TABLE1 . o R B
. Task Analytic Assessment for I‘Ilyin‘ with a Top .
' lmtrumonal Objective: Given a top, the child will spin tlu. mp ln(kpcmh mtly a mnimuin of five mm-.\
for three consccuuvc days. ) _
Verbal Cue: "Saily. play with the top.” . . ’
M. T. w Th F
1.§ approachcs top + +. + + ' +
2. S places hands on top . + + ¥ + +
3. S finds handle of top + + - + +
4. S pushes handle down on 10p oncg > - - + / -+
5. S brings handle up , e - - - -
6. S brings handle down on 1op twice S - - - -
: « 7. S brings handle up cach nme yd - - - - -
. i 8. Sbrings handle dowr'on lopthucumes - - - - -
'9. $ brings handle up cagh time - .- - - -
10, Sb)’ings hanetle doywn on (up-luur times - - o - - -
11. Sdrings handle ugcml\ time - - v - -
\ 12. .S brings handle down oy {op five times ™, - - - - -
7 13. S brings handle up cach tme - - - . - -
14. S stops top from'_g_i)inmng - - - - ~
- e 15. S puts top away ' ' - - . - - -
. e I -~ 7.’ : .
.//- L]
» \ - //’ 3 [N .
- s - . Classroom Techniqu‘es I s

“ERIC * o

have not been ldsk analyzed. In the.absence
of a comprehensive curriculin guide, the.
variables listed below hl(,hh}(hl important*
- lJeisure skill areas for functipnal assessment.

Proficiency of Lmure Shil: TaJk Analyllc
Aummml

- Although there are 2 number of areas which
can be assessed in a recreation environment,
an initial consideration must be whether the

. ' individual knows how to interact with the matertals.” .

: Stated another way, when given leisure skill
. materials, can the participant use them ap-
om opnatclyM lf not, then S)SK‘I]IMIC instruc-
. stion is required.

o Whatis rcquu[for gvaluating leisure skill -

proficiency is task analytic assessment (Knap-

. czyk, 1975). An instructiondl objective must ¢
be written for.a given matenial. The objective -

" -Lv.lluanon ol lhc dnld> pnoﬁcncm

first five dnys of assessment (haseline) the
child performed a oral of tlnw three, two,
fowr, “and four steps independently. There-
fore, instniction \hmﬂd l)(.},llt"fr\l(‘p three
in the task analysis. L
There are multiple advantages 10 (his | type
of observiational assessment. Fivst, the infor-
~mation collected about the child on a p.u'licu-
ke play skil} hclps the teacher to_pinpoim
the exact poimt where instruction. should
_ bcgm. ‘Therefore, the child does not
mstrucnpn on akllls in wlu(h hc is .nl'

step in

lnne will also be more ol)_’ccnvc and precise,
.md wxll be less subject to teacher bias.

Duration of Aru‘viry

\)4 ) . R . - .. g
; .

-

BEST Gﬂ?’i’ RYALARE

'l

§ve

r
1
A




.-

v

g
&

>

muw ? |

lnhil\ Objett Aucnmcnt

v . Lot

P

T —=Hr

1 c.nd\oh .uc llms l.\cod with how m ASSCSY

ghc qualu.mvc nature of olncu mampnl won,
Thcrc are scveral ways of coping with' this

— - MmulstS«onds N
oo i Engnged with - Tyl’f o[
Letsure Sk_ill ijfd .o -Object =" Action
I.'.l'm!nll Ma-,hmc ‘ o e
2. Rcmrd player
3. Viewtinder
4. meo!n l,ogs .

5, -Ball S
% S A . . .r ',_,

Thc lengll) of indepcudcm Icnsurc ncuvily

. panhulm ly important to'assess, bcmusc of

ity rclcv«mrc‘io most homc snuatlo

difficolly-Thefirstone involvesusing iwato~

~threcobservers pcrmdlmll) and N; "'"‘b Jthese . o

obscrvcrs rate the. appropriatencss of the’

and balkinces system for the lc’lchcn
A second method of .xsscxsmg '\prupnmc-

~ ness.of ()h_](’(‘l m.lmpuhnon is to idemify the

. each. object”™ {Fredericks. S
" Moore, Riggs, & Lyons, 1978). ]‘hcsc amons_ '

_prmclp'ﬂ actions ‘which a nonh.uuhmppcd
child of compar.ablc mental age might do with’
Ilnldmn (,r(wc.

‘ma) SErve as guulchnc ,
‘ldcnulvmb a pumber of fine motor r'ncgo-

“rieslar thcct m.uupulauon s 'mmhcl mmus

_parents cannot ‘constantly occupy time with

lhcn handicapped child.- A frcquemly heard -

rcqum from “many :parents is 1 lca,cq the - -
' -,cxy!.mmnry. ahd which were: ldonnhcd after

child'to play independently, thereby velieving

the fainifly of continual supervision, A careful

as;cssmcm of the child's (lumwm of ]omnc
activity before i umrucuon will help thc eacher .
and parents set realistic lndcpcndom ,lcmnc
goals for thechild, T 1l>le 2 présentsa s.nmplc
data cullcumn sheet. .

o

Discriminating Between 4ppm‘pri(i!;‘, "é,i_'.{‘r_ts
lna/’pmpuul( Object anpulrmon '

Anmhu assessment issue faced by tee hers.
and aesemchers s (hﬂcu‘nu.mn;rmnnng'
.I|\pmpu.llc actions with n|)|('(|~ VOrsus -
- tions which woukd not be conside rediappopmi-
“ate. Several play studies have failed o adfhess
this issue (B ey, Rms(ll. & Shares, 1977;
l',nwl!.\,(..mnnn Y7 7; \\(hm.m & M. luh.ml

1978y T \pprom e pl.n actons have typ-
cally been comidered lh(\ behaviors which

ave havmtubor destructive to the child, peers,
or materiak, However, profoundly ul.n(lul -

and st hildien olten ('\ln\ul lu;\h (HITN
ol repetitive sell-stimulatory hehavior with
toys, i banging, pmm(hnk. slamming,

\\lm hiare not necess: ml\ harmiul or destrug-
- tiveverstiltinapprope iate. Furthermdie, the

pmhicm in u)mpmm(h‘d Nt \suh l(‘ll.lll\
ohjedas, h.m;,m;, or shitming .mmm nay

he approprine. Many children will den v, N

-

“of cgdm;, the qu.llnmwc nature of recpungcs;_
1964y

For cx:\mplc Tilon: and Qttinger
pwﬁcnmd nine. cptegories, which are sclf ’

extensive nbwn vationgl analysis of nnrm.xl
u.nn.lhlc‘r(zl.udcd and mm\m clul(lr(.n.
lhcsc are’ rcpumpw: thanual nmmpul.umn.

N bl'.ll (mll.l(t's. p()umhng,. ; hrowlm‘ pmhmg

or pulling, pm sonalized toy usc, nmmpuld-
tion of mm.ll)lc parts, separation of parts

cof mu .md unnlnn thional uses of lu)\

mer( P@r[q rence I'wxlualmn 1

, As\cwu,,, favorite Icmum .iumuc i'\‘

leisine prefevence thmu;‘h P

lmpml mt et w.mou

program.

step in mm.mn;s

By Nupln)mg ‘A ation ussessent,

l.mnu TS .mmhc- nu.n\n
numhu ol (hlluun materials and deters

mining the amount of time belore the pa tid-

pant u'slmn(l\ MeCall (497 t)h.lsuw(lhwn()

as i mesate of the Ivm,lh of time which

: ('-I])\(‘l hcluw-m)hu' .ndogl infumes acted

Ihmk\ with toys which might be um\ulcn(l -

.uppmpu.m by other uhwnvn ((nn(‘!l &

B.ncl . l‘h 5)

. o ) L e -
Y ., L . S -

on 2 vagiety of nrh,vus whig hwere p esented.

an

The, goalis 1o |<|th \\Iu(h.,l’"
.nn..ummcsm(\puhin-«l by the partitipaint:
the .
amount of time spent with cacli leisure nigte-
aial s ()hs('lvcd and recorde ' , '
) » of assessing.
W mim,"-.l stall

“actign, Objective judging proyides a chee ks,

- “Fach of “the “ubjests possessed ditlerent

stimulus’ .mnlmlcs stich as conligural com-
-plc\m of soind ]ml(‘!llml llmm,,h measar-
mg p.q\s.l;,c ol time mml i} wspmm' teachers.
may: he able o evadw; ne the relative anvactive-

mws ol and prefetences ot corain manerials

\ulh \c\-uvI) h; Ill(l‘l; .uppul Q\(Imdu.xls
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Picfetence
Funaiomng Level

- ) Physical _Chd.la(l(‘;ris(igs

Age-Appropriateness

Access 1o Marterials
tation, ¢1K.)?

O N TG 6T T NI €LY 4
LT e .

Wihat skills does the dient aheady demonstate?

Wha( are the client's capahilities and educationa) needs?

TR USRS AT Y 4 e Ty

1

What physicd characternstics does the elient have or backh which ity :
intertere with lenure skt developmem?

17

Are the skills wlmll have been sclulul for umrnuum appropriate
for lwnlmndl(.nppcd prerns?

i

.

Docs the client have access 10 mater uls (lm.mu.ll FOSORN e, n.nmpm-

i a
N [ S
Supjpon of Home £ What persons are available i n thie home or ne u,hlmllmml environmment
’ » Emvironment ‘ o umlmu: leisure skill deselopmem?
] ¢ g . :
‘ . FIGURE L. o )
, General Factors to Assess in Selection of Lcisure Skills, ©

Frequency of Intevactions

For many severely handic appe ¢ children, an
mlpurl.ml instructional goal is to initiate and
sustain interactions with’ peers more Are-
quenthy. A relatively common occurrence
wiay be the presence ol several handicapped
children playing in isolidion-of ¢ach other
during tree play (Fredevcks, et ., 1978).
During these play sitwations, the potential
Lenefits of savial interaction are not acerued.
One way ol assessing sa " Ieraction n
asimple count of the number of times a debl
HULEIES 31 e ACHON, 1TCCCIves R intetacs
BON, SN N iReraction, Or erminates
an intevaction. Duation assessment may be
wsed to measure the length ol the intecaction
S between peersand abo between the child and

& adults in the 10om: A second means of gathér: -

. mgﬁ'mm information on social interie Hons
is the coding of specitic types of interactions.
Carpey, and her assodiates C labuciar Corleys
‘\'llc()x Bagler, Flasler, Pinv, and Forner
(1977) Jave suggested 20 socal intcraction
shilly under thc tout-interaction Lategorics.,

%
. I addition 1o providing sequence, these
) »shilly gy be task anahzed and The child’s
W proficiency on selected behaviops assessed,
These four (.nq,mws ol interaction can
.
. be cmpluycd to code the l'lhl'll.lll\ ¢ natie
. ' of the mteraction  (Hinre-Nictupski - &
. \\'l“lllllb l077) L ) '
. t - . o
Dixection of Interaction .
i . ) AnalyZng the divectdon of iméractjons can
. ' 4. » : . - ITE
. _ be helptal'in assessing which individuals in
» ) ” . : 1 : 3 B
) s . )
. \) 3
. ERIC \ |
. 3 R .ot .

a

the vmnunmcnl are lunluum;, to the child.
As Bevendye, ‘spcmc. and Miller (1978)
Pnh.wlvc(l, child-teacher interactions oceur
mot e trequently than child-child inteinetions,
espectally with severely haudicapped children.

- Stuctared intervention by an aduly s asually

required ta merease child-chikd interactions
(Shoves, Heser, & Stain, 19706).

The divection of imeracions should be
avsessed daring bome visits while nbserving
the child plaving with siblings or with néigh-
bothood childyen. Daton interacions with
handic .il)lj(‘«l childven and with nonhindi-
capgped peens should be recorded. This tpe
o behavidial analysis can he ve “ealedssinee
most nonhandhiGrpped CQiildren, dd not in-
chide badicapped culdven in play unless
prompred”and reinforced by adulls (e,
Apolloai & Cooke, 1978).

A Mqdel fo; .Sclcclion of Leisure Skills

- . “

»

. i .
While the leisare sKill vaviables discussed
above are importantin the program develop-
SIENE Process, it i\(‘(lll'l“) Hnpertant toreview

. \}\!Un.nu,tll\ criterin lur skill wlulmn. Thes

nature, ol the asSessment data and Hactors
imaolvéd in llhlll(‘ | \\!]Ilumlmm l|l(‘ nmml
shill selection. 'L hese CYitetia must be careltully

“assessed hetore I)q,nmmg wprogram. They

include the partidpant’s leisare shill prefer-

enee, hmumnmh level physical charleteris- -
ey, .lgv-nppmpn iaterioss ob the skill, partci-

pant’s acceas ta naterithy, and the guality el

snppml .l\.nl.nblv in the home vmmmincm

[y
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Figure 1 omlines sequence of questions and social skills must be evaluated in deter-
which the 1eacher shonkd ask in reviewing ~ “mining which leisure skills 10 target for
shills for instruction. These goidelines will - instruction,
be helplul in determining ihe range of <kills Initial sereening of the ﬂudcnl s function-
which amay be selected. The pmpm(‘(l shill ing level should reveal the hehaviors in this
selection modelis curenty being field ested ndwvidual's.repertoire and the behaviors or
with \c‘cwly handic .uppcd students of all-ages. - component skills which make up the leisure
o S, T ' ~activities that me twrgeted for instiuction, A
Lessure Skill Preference general parity or agreement between these

two guestions must be made in order for the
leiswre skill selection o be appropriate.
Consider the following illnstration. Susan's
TEP indicates that ather present performance
level she is unable o attend for a period
longer thau three seconds. yet demonstrates
o competent hine motor hehavior (e.g., able to
grasp and pick up ohjeas, push pull objects,
squecse, release and tanster). Sheis usially
withdvasn from others and stays inthe corner
engaging in high rates of self-sumulation,
1.e., twisting string or picking up scraps of
paper from floor and putting them in her
mouth. Susan’s teacher has provided a variety
of card and board games lor Susan and the

‘hn(‘ it question 1o consider in deter-
mining which leism e skifls to select for instre-
tion is, "How does the individnal presemly
spend his Iree ime?” Stated another wav, this
question refars to whiat leismee skills e enr-
rently inale indisidual's 1epertoive.
Preference is a valuable indicitor hecause
() it nnay provide the weacher with insights
as to the type or category ot leisme activity
that the participant enjoys, (b) the activity
may be used as aacinforcer tor other new
letsure skills which ine objectives of instnie-
vion and (©) » allows tne teacher to determine
what the participant can alveady do. As an
illustration consider the presentation of
variety of leisuve materials (e, blocks,
record player, viewlinder). The teacher could
observe and reend which matenals wete
prefened. bow prohicient the individual was
with the material, and tor what period of -
thne he engaged mits use. Siinilin assessments
might be made with outdoor teareational
cquipment. The data collection sheet pre-
sented e lier h\l able 2 provides it means
for assessing dmbions. .
The identiication o ebject preferences
may be helpiol in dctevmining the partd- S
pant’s leisure skill preferende; however, it Physical Chavacteristics
does not tell the teacher what materals
and/or acuovities 1 make available. Theve-
fore, itis critical to relate appropriate leisure
activities o the individual's $pecihe educa-
tonal and/or labilitation needs.

Susan does not play appropriately with the
ganies. Her approximate funcioning level is
' not at pariy with the skills 1equired in the
~ board games.
1f the HEP committee has done a good job
ol initial assessment and instruktional objec-
tives have been clearly specitied, then selee-
von of leisure skills may be facilicated through
interrelating 1EP objectives with leism e skill
goals. : _ . .

In most cases, new hehavior can be (l('\ cloped
ahd maintained iy individoals who arve func-
tioning at low*developmemtal levels. This is
done through behavioral training lechmques
. (e.g., Kazdip, 1975). However, the partici-
Functioning Level and Specific Educational pants P'l}'fl('ul fl\:_n';u-(crl_fmrs u:||| dnc_clly
Needs 7 _ N a“c.('t selection of Ieisure skills for instruction.
+ Individuals with severc motor impairmeuts,

The individhal's funciioning level will affect . v extreme spasticity, or uncontrollable seizures

the x'hni(‘i;‘._hl materials ard activities wiich — presentadditional problems in the identifica-
cshould b provided for assessment. Gon- tion ofappropriate Icisure skills Tor instruction.
sideyation of the individual's abilitiés across _Even though such physical disailitics are
major curricnlum areas cannot be ignored. ratel\ reversible, they need not interfer e with
Expressive and receptive language compe- Icisure skill programming (Williams, Briggs,
tendies, fine and gross motor development, & Williams, [ 1979), For ¢kample, the-child

. .\*.ésv_" o ) )
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other students in the play area. However,
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with spasticity in agms and hands might enter
into a game of moving a ping-pong ball back
and forth through use of a head pmm(-l,
This sume skill mlbhl also Facilitate u.mnmb
and head pomlcu control on » communication
board. Another illustration night involve
using oversized pieces in a table game for the
sp.usuc child who is unable to use standard
size materials (Marchint & Wehinan, 19749,
The adaptions are endless and require only?
a teacher’s creativity and an occupmional/
iphysical therapist’s knowledge of motor de-
{)\'élt_:pmem (Williams et al., 1979).

ﬂgt-.*lpproprialr Level (J Skill

Another variable wlnch must be considered
in the assessment and skill selection process
is how age-appropriate the skillis. The princi-
pal question to consider is, “Would a nonhandi-
capped individualol comparable chronologi-
cal age engage in this acuvity during free
ume?” Severely handicapped adults on the
floor pushing a toy truck arsund or playing
with a dollhouse are examples of inap-
propnate skill selection.

There is, unfortunarcly, limited empirical
rescarch on leisure skl programming with
severely handicapped adolescents and adulhs,
It would appear, however, that the answer
to the age-appropriate problems can be
tound in a detailed breakdown of the skill
into very small behaviors. For example, the
prospect of teaching plant care to a severcly
or profoundly hundicapped individual may

-appear remote. However, if plant cave is

divided into several skills (e.g., putting dirt
in pot, putting flower in dirt, ctc.) and each
skill is tash analyzed, then learning problems
will be reduced.

Access to Materials and Events

The most capable individual will have dif-
hculty engaging in a variety of leisure activ-
ities without access to materials or events. At
the least, transporgation and sonie degree of

" financial resources are involved. The tullow-

ing question must be considered, "Can the
p.uruclpam get to comlgum(y events, and if
unemployed, does he oF she have the inoney
to make necessary purchasesz™ Ahhough lei-
sure aaivities can be engaged in without

mnoney (i.e,, building a snowman), usually

some funds are necessary for the new mate-
rials and replenishing old migerials.,

There are other factors o unmdcl as well,
For example, initiating @t sotial enconater
may be difficult without knowledge of how 1o
use a telephone (Nictupski & Williams, 1974)
or i no phonc is available. hineriction with

- toys or other gn) objects at home will be

ditficult if theygigge stored away in o closet or
have been destroyed with no funds 1o puuh e
new ones? Similarly, many residents in si; e

facilities have dithicuhy operating the television
or stereo which is placed cight 1w 10 teet
“above the floor. _ _

In short, a.caveful assessmemt of whit 1o
teach must include i fook at the amount and
type of materials availuble, the prosimity and
ph)nml (l(‘blbll of local revveational facilities,
the caséof o ansportation,and the availability
of skilled recreational personnel 1o provide
trainming. An analysis of these vaniables will,
ata minimum, facilitue o decision concerning
how broad a program o establish, 1t will also

help identify what areas need more adaption

and planning. .

Home Envirenment

Perhaps the most eritical factor in leisure
skill selection is evalnation of the home and
neighborhood environment. The age of the
individual’s s parents, the presence of siblings
or other velatives in the home, the type of
home, and the atitude of other boine members
will greatly influence the variety and inde-
pendence of leisure acuivities,

Location of the home will also affect the
selection process. Urban living presents dif-
tevent problems than sparselypopulated rural
areas. Sensitivity of local commurfities and
neighborhood members 10 handicapped
persons will also be retlected in the amoun
of funds which are appropriated for thera-
peutic recreation programming. In Fable 3 is
a checklist of factors to consider in e aluating
the home™ environment for leisure skill
sclection. ' .

" The willingness of parents and other family
“members to follow through on school training
programs is important as well. Marchant and
Wehman (1979) tound that demonstrition
and behavior rehearsal with a toster mother
of a severely retarded child was inst rumental

o
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TABLE 3

Client Home Environment

‘The participant nves with s

Rebonships and ages of other personsin home

How daes the participant utilize his free tme a home?

Does the particpant utilize his leisure time independently or with assistance in the hune?

What feisore activities and interests are cujoved by others in home?

i .
How many homs per day do housematesisiblings spend with it ?

Do housemates have any naturad (e.g. athletics, musical ability) or learned (c.g. cooking, 1ooh) talents?

How is the participant perceised by himscit and by Laonily members?

What are the present attitudes towimd recreation and teisure held by the patticipant’s tamily members?

“Does the pavticipamt reside i an urban or rural area

What is the sntimndé ol the newl

Does the participant jmeract wit

others in the neighbothowl?

hl

worhood toward integration of handicapped personsinto community programs?

i peneralizing tble game skills\ from the
classraom 1o the home. Parent/professional
pavtnership s vital o mainenance of leisiye
activity repentoite i oseverely handicapped

uulnulu s

Summary

The purpose of this pajier has been o de-
sctibe several 1y pes of leistre skill unnpcu ney
afeas which Gm be gsasesed in se verely
landicapped individuals, These inddnded the
Prefrceency with which objecs or maerialy
ware dengaged. the Trngth of sel-initinted
action, waterials preference by diens, and
hequency and divecoon ob social intrractons,

In the second half of the avticle, gnidelines
for selecting leisnre skills were presented. A
variety of aeas were idemihied s eritical 1o
the skill selection pracess. Client prelerence
tor ditlerenmt manerials, funcrioning level,
:mu;lppm]ni'm‘m'w ol activiny, and support
of the home enviromment were among |hc
principal criteria clusters,

When these ansessment and skill selection
guidelines e provided in umpnu tion with
logically sequended recreation caricnlum and
instractional wechnnlogy, the applicetion ol

the svstematic instruction process (Wehman,

%

w

I 4

& I\h'!.:trughlin"-iu press) to leisnre  skill

development s comptlete. What remains is
the continned  development, field-testing,
and validation af lasre skill envvienls. ‘1he
items seqoenced inthese caricula will then
serve as approprine oritetion-telerenced
skills for assessment. '

' b . v
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Abotroct This article ptecentn an, approach to informal assessment of wtmen ex-.

pression which allows the teacher to determine (a) the skills acquired and correctly

used by the student, (b) the, skille needing remediation, and (c) the skills to be in-

troduced. A Checklist of Written Expression Skills is provided as an nid In this in-
formal assessment procedure. Results of the assessment are directly related to the
Instructional objectives and annual goals in the student’s IEP. Written expreulon
and Informal assessment are defined and development of the language system le

discussed. Data required by the teacher prior to informal assessment are described .

as (a) the broad spectrum of written expression skille, (b) toqulrgments of the

D lNFORMAL ASSESSMENT OF
< WRITIEN EXPRESSION

James A. Poteet

specific writing task being assessed, and (c) student characterlotlcs related to the \
ltudentu language system _ S

Informal assessment Is an invaluable ald for reading of the written. 'language'%r;d flailly

a Iearning disabllities teacher both in daily (e) written expression. In other Words, ex- R L
tearhiyg and In providing diagnostic informa- pression Is the |a)§:§t stqge of the. language * R

tion- as a member of the evaluation, team..

Results of - Informal  assessment _assist the
teacher in deciding what speclfic skllls to
teach. This -article will focus on the informal
assessment of written expression.,

Whitten expression can be defined as a vis!-
‘ble representation of thoughts, feelings, and
ideas using symbols of the writer's language
system for the purpose of communication or
vecordmg - ‘

'A person's Ianguage system develops
hierarchically beginning with inner lariguage

periences with words (Myklebust,
Maturity In language development is zi(;hleved

by the sequential development of (a) ideas

through experiences and, thought, (bs com-
prehension of the spoken language of others

through listening, {c) oral expression of ideas&

to others by use of spoken !anguage. (d)

- 88 Learning Disabifity Qﬁdrmly

acquired by the association of a varlety of ex- .
1965) .

system to develop; it is | ighly complex and
requires the integration of ali prevlous stqges
(Myklebust, 1968).

Prlor to Informal assessment of written ex-

.

~ .  pression, the teacher must possess the-follow- ,
information:

. broad spectrum of written expression :

sidlls,

2. requirements of the specilic writing task I

and ‘ S

. - 3. characteristics of the ‘student being L

assessed as‘they relate to the develop-
mental nature Qéthe student's language
system,

JAMES A. POTEET, Ph.D., is Assoclate Pro- | "
fessor..of “Special Education, Ball State :

Untversity, qucig. IN. ~. . o ‘
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The broad spectrum of written éxpres-
@lon skills. The teacher must know tue
scope of necessary skills which comprise writ-

~ ten expression (see Figure 1) as well as the se-

- quence ih which they are taught. By compar-
ing samples of the student’s writing with a
scope-and-sequence chart, the teacher can
determine which skills the student has and
has not yel acquired.- Knowmg the sequence™
in which writing skills should be taught, the

“teacher can determine which unknown skills
should be introduced first. and how to

~ prioritize the skills that need remediation.
~ The language M xjbook in use by the

local school"d_istriét is jsually the best séurce
for such a scope and sequence of skills.

Possibly, a local cugfGujumeguide has bgén
developed whichy ives directions for skills

development by grade level. If such materials )

are not available, an excellent scope-and-
sequence chart for grades on& through eight
is provided in Hammill and Bartel {1978, pp.
186-191), and for grades one:- through twelve
wn Poteet (198

'By viewing the pg.e?um of wrllt&yexpre@- \ ; .
slon as being compriséd of corﬁponents each v,

with unique elements, the teacher can more
easily structure both ‘assessment and Inglruc—

tional practices. While a vailety of com- ~

‘ponents have been conceptualized (McCrim- -

mon, 1973; Hodges % Whitten, 1977), the -

following componen{\and their elements

allow the teacher .16} approach Informal

assessment in & systematic way:
°l. Penmanship

poradd

il. Spelling e
Ill. Grammar :
IV. ldeation “

§. Penmanship concerns the* legibility of
writing. Handwriting quality is the focus in this
component. The spacing of the writing on the
total page, the spacing of sentences, words,
and letters, slant! letter Jormations, pressure

on the paper, and pencil grip are important -

_elemeénts of penmanship quall!y to be con-
sidered.

Il. Spelling. Words Incorrectly spelled and
nonrecogn!zable “words” are considered
under this cpmponent. Error patterns might
. be characteristic of the misspellings and will be
discussed later. in the Informal. assessment
.discussion. The percent of Incorrectiy-spelled

-
L4

»n

~

a

a}'

¥

. words can guide the teacher in determining if
a remediation program Is necessary for the

student being assessed. Elements to consider
urrder this component are miscalled rules, let-
ter insertions, omissions and substitutions,
p@!lc spelling, directional confusion,
schwa and r-controlled vowels, letter orienta-
tion, and sequence.

M. Grammar dedls with the accepted rules
and converitions of written expression as segn
in contemporary American-English. It covers
the mechanical, semantic, and - syntactical
aspects of our written language and is divided
Into: a. 'Capitalization, b, Punctuation, and c.
Syntax, éach with its own subelements.

' Subelements under Capitalifation specify
proper, usage of capital letters as proper
nouns,
sentence, first word in a ‘ine of verse, first
word in.a quotation, printipal words in a
literary title, personal titles, the use of "I and
“0”, personification, letter salutation, com-
plimentary ending in a Ktter, and possible
other usages. Subelements under punctua-
tion include uses of thé period, . comma,
apostrophe, [Qquotation marks, question mark,
semicolon, exclamation mark, colon, the
dash, parentheses, brackets, and the slash.
‘Syntax, which concerns the. relationships
among words, has the following subelements:

parts of speech (verbs: transitive, Intransitive,

“active,

finitives,
adjectives; pronbuns; adjectives:
‘modifiers, predicate adjectives;
prepositions; conjunctions:
subordinating; interjections);
subject and predicate, correct’
nominative, possessive and objective case,
pronoun reference, orgler and’ positiort of
words and phrases (dangling fodifiers),
parallelism, the use of abbreviations and/or

passive, past, présent, future, In-
articles,
-adverbs;

coordinating,

~numbers, and the, pyragraph (coheswgness

topic sentence, transition sentence).
IV. Ideation concerns the thoughts and

- Ideas ‘the writer has at command while
_writing. The writer must have some idea to
- express or to convey. The content can reflect

varying levels of abstract thinking, creativity,
and emotional "quality" Word -choice can
rénder the writing from trite to spellbinding.
Effectiveness often hmges onthe productivity

.

proper adjectives first word in a.

erunds as nouns, and participles as’

agreement of
use of
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Stud_ent’s Name Grade PlécérﬁenL.w_Téaéher

1. PENMANSHIP TA[Al[ 1 R

+ Rallng: 1.2345 -
' A;Spacing on the page T
B. Spacing of the sentences.
C. Spacing of thewords__._»_| .| | ;.
D. Spacing of letters | i K
E . Slant . - )
- F. Letter formations - - - _ . S '
‘G. Pressure on the paper__ TR :
- H.Pencil grip . . K A—‘L;L L.‘
Il.. SPELLING . Bt , : vl
% o %mispeled - | | = Vet
" A. Miscalled rule , ] L _"f ' **
B. Letter insertion : ) ' 4
C. Letter omission : _ N ,
D. Letter substitution | " T
E. Phonetic spelling i . | , o
F. Directional confusion HE )
" 'G. Schwa or r-controlled vowels_-|
" H. Letter orfentation '
. Sequence ' : , " -
J. Other
)
/ _ % :
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.CHECKLIST OF wnmez

GRAMMAR

VONOTE LW~

. personification
10.
1L
- 12

- complimentary close in a letter

TOA 'quitallzauon

proper noun .

ure 1
EXPRESSION (Contlnued)

4

“TA A | R | Notes

proper adjective

first word In a sentence o

first word in a line of verse

first word In a quotation

principal words In a title___

personal title

m o‘ “l"_Ol l(d! )

-

salutation in a letter___

other

‘B." Punctuation

C “Syntax

RS

OONAUN D W

:10.
ST
12

~a. verbs

period

comma

aposgtrophe

quotation marks

question mark

semlicolon -

exclamation mark

colon

the dash

parentheses

brackets

the slash :

.parts of speech

b. nouns

€. pronouns

d. adjectives

e. adverbs :

f. prepositions_

g. .conjunctions __.

h. Interjections

2. agreement __

3.

case ___

™

-

o . 4. pronoun reference : _ .
| - .'v b. order/position-of words_.__ '
Joitos o 6. parallelism : -
i .. 7. abbreviatlons/numbers S ' | ' .
8. the paragraph___._.

S a . .. - T .
- .\"._.' v, - @ - 4
.} . 1 & o ' - ) . .
L £ - - .
.
] .
\
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CHECKLIST OF WRITTEN EXPRESSION (Conilnued)
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.

IDEATION ~ -~ T

‘A. Type of writing - ‘
+ 1. story__ 2. poem 3. letter 4. report______ 5. review
B. Substance ' '
_ 1., Naming______ 2. Descrlpt!on 3 Plot____ 4, Issue______
C. Productivity ' Lo \\;ﬁf .
1. Number of words written 2. A_cce'pt_ab]e number 3. Too few_:
D. Comprehensibility . - '
Easy to understand Difficult to understand__. Cannot understand_____
3 perseveration of words ____illogcal
__.perseveration of Ideas  _____disorganized
E. Reality . - > ' '
—r—Accurate perception of stimulus or task : /
Inaccurate perception of stimulus or task '
F. Style “

- 1. Sentence Sense : . ;
a. Completeness - : Tallles:
(1). complete sentences ; °

(2). run-on sentences s

(3). sentence fragments

b, Structure
(1). simple

{2). compound : : . - o,

(3). complex ___\ _ ]

). compound/ complex

c. Types .
(l) declarative o

_(2) interrogative __- : _ .
(3] imperative : . .

(4). exclamatory __ - S .

2. Tone = . .
a. Intimate_ b. friendly c. Impersonal =z
‘3. Word Choice (N none, F few, S=some, Mnmany)

a. formality N
formal____ inf rmaL___._ colloqula] e
b. complexity ' )
simple mul_ﬂsyl!able contractions._’ -
c. descriptiveness . . . o S S
" vague vivid____~__ figures of speech -
d. appropriateness ' : '
superfluous/repetitions omissions

Inexact v))ords ' ' : _

g

« *Adapted from The Inuentéry of Written Expression and Spelling (Poteet, 1980).
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level of the writing; arqenouqh words used to

adéqualely represent the ideation undorlylng
the content? Elements within this component
to consider are: a. Type of Wrlling, b. Sub-
stance, c. Productivity, d. Comprehenslhhty,
e. Realny, and {. Style.

Five major types of writing are taught In the
schools’each with its own requirements for ef-
fectiveness. Theysare storles, poems, letters,
reports, and reviews. Stories are the most
famlliar to students and are probably the
casiest of all types of writing to produce.
Often story starters such as pictures or a topic

sentence are used as-motwvators. Poems as’

well as storles require creative skills, andkthey

. are often structured according to topics or
style.

-Writing of business and friendly letters
Is taught in the elementary grades. Reports

. which make use of factual information can
range from a simple telling about a vacation:

trip to a detalled scientific or-literary repgit

often assigned in the upper grades. Reviews,
consist of personal opinions abnut books,
-moviles, TV shows, plays; of musical perfor-

mances. - . ‘
Substance concerns the abstract quality of
the writing which can easily be categorized in-
to the following four abstraction levels: (1)
Naming, (2) Description, (3) Plot, or (4) Issue
(Poteet, -1980). If the writing task is to write a
story about a picture, then in level one, the
writer essentially lists objects or people in the
picture ("l see a fife engine a ball, a.house, a
man, a tree, a car’). Such writing is
analogous-to oral expression of labeling, a
rather immature form of communication.
Level two, description, is illustrated by an ob-
jective;_eyorﬂng of the content of a picture {*
sée a man. The grass is green. The bus,is
blue. The girl is running. It is raining.”). Level
three which represents a plot is a completed

story about the picture however short or

poorly expressed. Level four goes beyond a
simple plot to deal with some mora1 thcme or
issue. : '

’ Productivity, the number of words' Wrinen,
is an indicator of maturity in written expres-
sion with more words written as the student
grows older.
no‘n~han&|capped students writing a story
about a picture selected by the teacher, wrote

-an average of 83 words in grade three, 94

‘Hermreck €1979) found that

t

<

~

A

~observed. in- declarative,

words in grade four, 14 1.words in grade five,
and 200 words in grade six. She also found ’
that learning disabled students wrote an
average of 40 words in grade three, %4 words
In grade four, 70 words in grade {ive, and 170
words in grade six. Consequently; il seems
that learning disabled sludents write fewer
words than _their non- hand:capped peers
(Hermreck, 1979 Myklcbusl 1973; Potcet,
1979). Somea writers simply do not use

_ enough words to give’ the reader a fgelmg of

completenesstabout what is read. In some m-'{'

stances, words are obviously omitted and in

other Instances superfluous words distract
from the continuity of the writing.
Comprehensibility is concerned with” the
ease of understanding what the student
wrote. Reality .assesses the dccuracy of the
writing which must reflect a realistic percep-
tion of the stimulus or of the writing task.
Style Is the unique way a piece of wiiting is
written. It is highly related. 1o the purpose of
the writing (McCrimmon, 1973). For
writing to be effective, correct sentence sense,
appropriate tone, and appropriate choice of

‘words are necessary; these are the elements

A}

of style. -~ -
- Sentence sense subelements to consider
are: a. completeness as observed in complete
sentences, run-on sentences, and sentence

fragments; b. stiucture as observed in simple,

compound, complex, and compound/com;
plex sentences; and c. types of sentences as
interrogative, im-
perative, and exclamatory sentences. The
tone of the writing can be described in rela-
tionship to the distance the writer establishes
between himself /hersell and the reader. The
writing can be described as intimate, friendly,

-or impersonal.

The emoho%al quality of writing is best
assessed by “inspecting word choice,
sometimes called “diction”. Words can be.
analyzed in terms of formality, complexity,

_descriptiveniess, and appropriateness. Words'

have been described as formal (“to depart™),
informal ('to leave”), and colloquial (“to
split”). Some words can be quite complex
consigling.of several syllables while others are
simple. short, or econtractions. Descrip-
tiveness of the words can range from concrete

-

(Benny Goodman) to abstract (musician).
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1 73). Some writers uy?__such vague Words
~and- trite expressions- that the reader-is left
‘with Uncertainty about the writer's intent.

wese writers use words such as “all that
sjulf”, "and all”, and “everything like that”

ords may also be vivid and exciting: they -

Is6 may illustrate figures of speech. Ap-
ropriateness of word choice demands that
e exact words or idioms be used (not "| ex-

hecessary words not be omitted.

When all of the above four major com-
ponents and their elements have been ana-
Jlyzed in a written expreqswn sample acom-

*. |prehensive assessment of the broad spectrum
of writing skills will have been conducted.s

Comprehensive informal assessment must be
viewed both as (a) holistic, all components
are considered as integrated into one com-
plete whole, and as (b) atomistic, specific
skills or elements of the coinponents are con-
sidered.as the bits ang pieces which are com-
bined to construct the final product.

the assessment for every student being as-
sessed. The more advanced skills understan-
dably have not been acquired by the younger
students and should not be considered during
assessment. The severity of the student's
learning disability. the skills which have been

student's grade placement must be con-
sidered when assessment is conducted. The
carlicr skills are of primary interest for ‘the
younger or the more disabled student while
the more advanced skills would be ap-
propriate for the adolescent and young adult

who might netd to review the complexities of
written expression, the Harbrace College
" Handbook (Hodges & Whitten, 1977) offers
an excellent overview.

The requirements of the speclt
writing task. The teacher ndust consider the
skills necessary and appropriate to the specific

capitalization, and punctuation skills are

o

s
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fept your invitation”), that superfluous words -
hind useless repetitions not be used, and that

It is not necessary to employ all elements of -

taught. and the curriculum appropriate to the

or the less disabled student. For the teachers

writing “task that is being assessed. While -

_nécessary across all types of .writing, word

- cholce and sentence structure would logically

be diflerent In a tricndly letter than in a formal
report or would even differ between types of
stories. By constderlng the task requirements

_before assessment, the teacher .can establish

appropriate ‘and fair expectations of skill use.

- Conversely, skills that are not appropriate can
be ldentttied and not given consideration dur-

vy

ing ‘assessment. Familiarity with the broad
spectrum of skills discussed above facilitates
this process.. ‘

The characterlstlce.of the student..In
light of the development of the language
system discussed earlier, the teacher must be

Qamlliar with the student's che_tractertstics as
they relate to this development. Knowledge

of the student’s personal and educational ex- |
periences and interests can be used to build
veasons for writing. Hearing- acuity and its ,

“related listeping comprehension skills must be

k_rtown as well as the student’s speech pat-
terns and use of oral expression. Dialetts and
cultural influences affect the way students tatk
and often how they write.

The teacher must be familiar with the stu-
‘dent’s oral expression. Many times, knowing
how a student talks helps determine if the er-
ror in.written expression should recé¢ive high
or 'I<_)w priority for remediation. For Instance,
if the student wrote “Are hole famly was
washing TV one night”, one would serlously
doubt the literal interpretation ‘of the
sentence. Probably, the student actually says

“watching”. If so, the error suggests a recall
error of graphically representing the /tch/ ™
sound. Asking the student to read aloud what

_ was written can alse provide clues to the.

_ read, a knowledge of reading skills is impor: - b

reasons {or the errors. 3o
Since one cannot write what one cannot °

tant. Knowledge of fine-motor skills can ex®
plain the observed quality of the student's
penmanship. Knowledge of the student’s
cognitive development can explain the level .

_of ideation content in the student’s writing.

An Approach to Informal Assessment in
Written Expression
Informal assessment ‘is that set of pro-

~ cedures designed to provide the teacher or

diagnostician with precise answers to specific

questions not available from standardized,
norm-referenced tests. The purpose of such

\
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assessment s to determine appropriate In-
structional ‘strategies for the student being
assessed. Informal procedures are not stan-
dardized or norm referenced, usually do not
provide a score, may be. published of teacher
“made, and usually describe the behavior
rather than quantifying it. These procedures

also may provide broad genera) information .

as obtained from an informal reading inven-
tory or may pinpoint precise skills and error
patterns suggested for remediation. _
While. Hammill and Bartel (1978) view in-
formal assessment as “by far the most pro-
fitable assessment procedure”, they caution
that the-method is only as good as the
- teacher’s competency,’ that the reliability of-
the teacher as an observer is always
'unknown, and that the tea&her's experience
may not substitute for normative data.
~ The use of informal asséssment, however,

does allow" the teacher to determine what to

“teach and how to teach it. When using infor-
mal assessment the teacher must always con-
slder the student's educational history as well
as the student’s past and present curriculum,
and the, student's current grade placementX
To decide what to teach the teacher must first
. determine:

(a) the skills acquired and correctly used

by-the student” ¥ .

(b) the skills needing remediation *

{c) the skills to be introduced

Skills acquired and correctly used can be
determined by analyzing several samples of
the student’s .writing over a period of a few
weeks to insure that the student reliably
displays the observed skills. A variety of types
of writing, such as letters, réports, etc., as ap-
propriate for the student's grade placement,
should be inspected since the use of skills
varies with the type of writing produced. The
requirements ‘of the writing task, then, will
change the focus of the diagriostic inquiry.”

Skills needing remediation and skills to be
introduced are determined by noting errors
‘and error patterns.in the writing samples.
Conceivably, any ervor noted on the student’s
sample could readily be designated for
remediation. A story written by a bright third
grade student about an intriguing mystery
~ with mach dialague might indicate that she

does not make use of quotation marks. By -

vl

_reference to a scope-and-sequence chart the

teacher notices that quotation marks are
typically taught at the fourth grade level. This
skill then would not be considered remedial
for this third grade student, but with an in-
dividualized language arts program, the,
teacher could introduce this skill especially.
since the student uses dialogue in her writing.
The skill to introduce might be a-more ad-
vanced skill in the sequence of skills currently
being used by the student; or it might be a
“lateral expansion” of some current skill being -
correctly used. For instance, the use of the
exclamation mark might be introduced to give
variety to the type of sentences written and to

~ generate excitement in the thematic material

("Wow! Would you believe it!?!"). A lateral
expansion of some current skill might deal
with word choice. not so much to develop a

new vocabulary, but to use existing word

knowledge to create sensory awareness and
reader involvement ("The green slime onzed
between his toes as he felt the prickly weeds

* cutting his legs”).

The decision as to which skill to releatq
or which skill to introduce must rest with the -

“teacher. To assist in this decision making,

knowledge of the scope and sequence of writ-
ten expression skills, the instructional pro-
gram available to the student,.the student’s
aspirations, previous skills taught ig}the cur-
riculum, the requirements of the writing task,
and skills appropriate for the student's current
grade placement must alt be considered.
For the purposes here, the following ap-
proach to'informal assessment iy designed for
use with a story written by a student after be-
ing assigned by the teacher using some
shmulus as a story starter. Notations are made
directly on the writteri sample for use by the
teacher. The page of writing probably should
not be returned to the student; a large
number of marks could be overwhelming.
The approach to analyzing the written sam-
ple will follow the sequence outlined in the
Checklist of Written Expression (see Figure
1). Beside each entry in the checklist, place a
check mark in one.of the four columns which
best describes the student’s achievement in
written expression in the first three com-
ponents. The far left column (labeled "TA") is’

_ for those skills or characteristics which the .

-
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teacher decides are too advanced for con-
sideration at this time or are not appropriate
to the. writing task being assessed. The next
column (labeled “A"} is for skills that are ade-

. quately used in the sample.. Skills.checked in ..
these - two. columns do not require the -

teacher’s attention for instruction at this time.

The next column (labeled “I"} is for those

skills whk_:h need to be introduced to Improve
the quality of the student’s writing. Typically,
they are not observed In the studént’s writing.
The last column (labeled “R") is for _those

skills which need remediation or review.

These skills are used either ipcorrectly-or in-
consistently. Skills checked in these last two

columns require the teacher’'s immediate at-

tention for instruction. To the right of the four
columns is space for writing specific errors

- which need to be remediated or for brief notes
~ regarding insfructional planning. '

- Before assessing the student's written sam-
ple, the teachér might scan the checklist and
determine those skills which are “too pd-
vanced for consideration at this time" or ‘)cot
appropriate to the writing fask™ and place- a
check mark in the column labeled “TA"
beside those skills. All remaining entries on
the checklist should besinspected in the writ-
ten sample. ’

Once the student has completed the writing
task the teacher should ask the student to
read aloud what was written and should note
any deviance from the written sample (Zig-
mond. 1976). This procedure. helps the
teacher deciphering misspelled - and
unrecognizable “words”. Now the teacher
should begin the careful and critical analysis
of the written sample. component by compo-
nént. using the checklis

I. PENMANSHIP. Flrst, obtain your overall.
impredsion of the quality of handwriting. Rate
it from 1 (It's a mess') to 5 (Beautiful!) and cir-
cle the rating number found on the checklist.
Thed. notice the use of. space on the page,

spacing of <enlences _spacing between.words,

and finally spacing between letters. Next,
determine if the slant is appropriate. Then
look at the letter formations, but always in
light of the penmanship curriculum. Notice if

_the poor quality of formations suggests a
‘combined use of upper- and lower-case let-

ters. Then analyze the types of letters showing

9% Learning Dusobility Quorterly
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poor quality. For instance, lvmspéct_ the short

round letters tha} begin alike (a, c, o, etc.),
t, etc.), letters easily

the tall letters (I, k
reversed or rotated (p, b, d. q, m, w, n, u),

_letters that go below the line (g. j. p, q. V).

and slanting letters (v, w). Other patterns

might be equally Important. depending on
whether manuscript or cursive is used. Write
the specific letters needing remediation on the -

checklist in the space provided.'

For those ‘who like visible examples, the

Zaner-Blose Evaluation Scales can provide
samples of varying degrees of quality “for
grades one through eight which can be used
for comparison, or even for scoring, pur-
poses. However, the best comparison is with
the student's classmates. Collect from all
students a saMiple of thelr best writing of the
same sentence. Divide ‘the samples into five
stacks rated “poor”, “fait”, “averzge”, ‘'very
good”, and “excellent”. Divide each of the

five stacks into five stacks similarly classified.

Continue in this manner and eventually
choose the best representative -of the
“average" classification in each of the original
five categories. With these five representative

samples from each classroom. an individual

student’s written expression sample can easily
be compared and judged -as? “poor” to “ex-
cellent™, Studems whose overall quality is
ranked as “poor” of “fair" on the checklist

should receive a. remedlatlon program for

penmanship skills. ,
Il. SPELLING. Underline all misspelled
words on the written sample and determine

o

the . percentage of misspelled words by

dividing the number of misspelled words by .

the total number of words written, Decide at
what percent of misspelled words an intensive
spelling remediation program should be im-
plemented. Analyze the misspelled words to
determine if some sort of error pattern is con-
sistent. Many spelling errors result-from con-
fused recall of spelling rules. Others are
related to insertion . of unnecessary letters
(umberella for umbrclla) ‘omissions  of
necessary letters (famly for family), substitu-
tion of letters (mush for must), phonetic spell-
ing (sed for said), directional confusion’ (wad
for saw), schwa and r-controlled vowels (tabel
for table: doller for dollar), orientation confu-

sion of letters (d,b,p,q,n,u.m ), sequence

4
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(aminals for animals). In the spaée provided
on the checklist, tally the types of errors made
in the nusspelled words so that the frequency

of the errors can be discerned. Then deter- -

mine which error patterns need femediation

_and check the remediation column beside

those errors. Write those words that are fre-.

quem!y used and misspelled as they should
receive immediate attention.

Ill. GRAMMAR. A. Capitalization.

Capitalization errors are easy to spot. Circle
the errors on thefwritten sample. Capital let-
ters are either omitted or insetted where they
should not be used. In the space on the
checklist write “om" for omission or “in” for
Insertion beside the entries each tinve an error

is observed. This information will show the -

. teacher the types of capitalization errors made

-and the frequency of such errors, The ap-

propriate column should then be checked.
B. Punctuation. Follow the samé procedure

with punctuation "errors as was used with .

capitalization ertors. Determining capitaliza-
tion error is relatively straightforward, but
determining punctuation errors is less precise.
There is a wide divergence of opinion regard-
ing the proper place for a comma. The
teacher can only inquire about the most cur-
rent use that is part of the student’s contem-
porary cumiculum. C. Syntax. To judge the
written sample in terms of syntax, inspect the
use of each of the subelements listed on the
checklist. Determine if the appropriate parts
of speech are used and used correctly. Is

~ there agreement between the subject and the

verb in each sentence? Is the appropriate case
used? Are pronoun references clear? Do
danglmg modifiers or unusual word order
detract from the meaning of the writing? Has
parallelism been effectively used? Are ab-

breviations and numbers inserted incorrectly

within sentences? Does the paragraph contain

a major idea and"is it cohesive? Do the

paragraphs have a loplc sentence — not

necessarily the first sehtence? Do they have -

transitional sentences? Do they flow logically

in the correct sequence? ‘Does the writing -
have an introduction and some type of )oglcal _

conclusion?

IV. IDEATION. A. Type of-wmmg. Check
the entry on the. checklist that describes the

B LTI

type of writing being assessed. B. Substance.
If the type of wriling is a story, check the level

of substance reflected in the writing, other- -
~ wise omit this section. C. Productivity. Simply
count all the words written and record the

total on the checklist. Check if the number of
words wrilten ate appropriate
student’s age and grade placement. D. Com-
prehensibility. Is the writing easy or difficult to
understand? If it is difficalt to understand or if
it cannot be understood, describe the difficul-
ty in the space. provided after checking any
descriptor on the checklist that might be ap-
propriate. E. Reality. Does the writing reflect
an accurate perception of the stimulus or of

‘the writing task/assignment? F. Style. (3)

Sentence sense. After reading each sentence,

place a tally mark in each of the three sections
(a. Completeness, b. Structure, anll c. Types)
on the checklist under Sentence Sense to
describe that sentence. For instance, one
sentence may be checked as complete, sim-

ple, and declarative, while another mighi be
checked as complete, compouynd, and inter- -
rogative. A tally of those descriptors for each
sentence reveals a visible record of the variety
and types of sentences used. With this infor-

mation, the teacher can more easily decide
those aspects of sentences which need to be.
remediated or introduced. Since the four col- -

umns are not used In the ldeation compo-

nent, circle those elements which should be
remediated and write “Introduce”

Tone. Determine the level ol.the tone used i
the writing and note it with a check mark on

the checklist. Most writing is described as f“}*‘

friendly. An intimate tone makes use of fre-
quent personal pronouns while an impersonal
tone is found in form9l reports. (c). Word
choice. Notice the types of words the student
used in the written sample. Word choice is
strongly influenced by the type and purpose

‘of the writing. ‘Designate the quantity of the

types of words used in the writing by marking
“"N" for none, “F" for few, “S" for several, -

and “M" for many beside the descriptors on -

the checklist. There are. three descriptors
beside each of the subelements of formality,
complexity, descriptiveness, and ap-

propriateness. Circle the descriptors which
-suggest the need for Instructional attention.

-~
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. ! For instance, a teachér might put an "N .. -tesponsibility for determining what Is to be S
& : . beside the descriptor vivid In a rather dull - _ taught? T L '
. plece of writing and circle it as a reminder to ’ ' . .
teach the use of more colorful words. REFERENCES S

- Alley, G:, & Deshler, D., Teaching the learning”™ -~ = =~ ==~

Wh-ﬂe Do You Go from~here? : : .- disabled adolescent: Strategies and .methods, . o

By now the teacher should have a com- Denver: Lcove Publishing Company, 1979, : ~
. prehensive analysis of the student's written- Hammill, D.D.," & Bartel. N.R, Teaching chil:
sample. Specific skills to review and to : dren with learning and behavior problems (2nd-.
‘remediate are checked and new skills to in- = eds). Boston: Allyn & Bacon. 1978.
lroducc have been determined. How does : Hermreck, L. A comparison of the written lan- :
the teacher prioritize the skills whieh have - guage of LD ahd non-LD clementary children S
been selected for instruchon" Wh]le each using the '""?"'O'}’ of Written -Expression (‘

and Spelling. Unpublished master's thests. Unl-
versity of Kansas, 1979. _ .
Hodges, J.C., & Whitten, M.E. Harbrace collége
handbook (8th ed.). New York: Harcourt, Brace

“ teacher will have his/her own preferences,
one approach to determining which skill to
teach first can be found by reference to a

‘scopeq-and-sequence c-hari. Sk.ilis taught m . _.'- & Jovanovich, 1977. R '
grade’ one might receive priority over skills. - McCrimmon, J.M. Writing with a purpose. Bos- /
, taught in grade two. For the adolescent the . ' ton: Houghton-Mifflin, 1973. o
» : priority skills should relate directly to writing Myklebust,- H.R. Development and dlsorder’s of . Coen
skills required for career opportunities and " written language. Volume -one. Picture Story o
daily living such as job application, check | Language Test. New. York Grune & Stratton, _{.
* writing, test taking. outlining, report writing, o 1965. . AT
etc. (see Alley & Deshler, 1979). - Mykiebust, H.R. Progres.s in learnlng disabllities. ‘

Volume One. New York Grune & Stratton,
Y- 1968, .
Myklebust, H.R. Development and dIsorders of
written language. Volume two. Studtes of nor-

mal- and exceptional children. New _YOrk.

Glven the set of specific skills targeted for
remediation and introduction, the teacher
should list them by priority in sequence for in-
structional planning. The most important

. - skills should_be laugh.t first, and they should . " Grune & Strattan. 1973. -
be the major”instructional objectives on the Poteet, J.A. Chatacteristics of written expresslon o
. studen(s individualized educaﬁon program L of learning disabled and non-learmning dis- =
y “Ep). - , o . abled elementaryschool students; Diagnostique, _
) Informal assess[nenl condtcted by profes- - 1979, 4(1), Winter/Spring, 60-74. ‘ : g
sional educators will yield results which sug- - Poteet, J:A. The Inventory of Written Expression o
-gest Instructional, strategies that are more | . .- .and . Spelling. -Unpublished manuscript, Ball,. oo
educationally reievant and instructionally ap-. 2 S‘“'edu’l‘\:""_;_s"y;ﬂwg(;md " needs. - o
to t t i I t jet: qgmon eac ngc ren w special needs. . . oo
propriate than strategies selected by a variety Dubuque, 1A: William C. Brown, 1976, S
of other diagnostic approaches. When you ' : -
consider that the student’s teacher has the _ Requests for reprints should be addressed to James = = -
primary .responsibthty_ for instruction, ~+ Poteet, Special Education, Ball State University,
shouldn't the teacher also have the primary Muncle, IN 47306.
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Ahaet: {urmnrnl of 1elevant academic and soctal kills of drrvslnjnnrnlullv /Innhlnl mlnlmrrnlc oryoung
acults swondd seeny to be most ¢ffectiveif danein the context of an applied o prevocational setting. An .
avessment styuntent seas dece loped to measure applied reading and comprehension skills, dwection fol-

towing (using information from the readimg pavages). applied number shills, and «ocial adaplation te a
work situation. Compunr v of the scores of 3{{ developmentally diabled adoleseents xerth their levels on

mmlmmhlr testy of achwedement was uwl as e foelminary measure. aof the w:luhh of this mstrument.

-

1)
Not only have developmentally disabled per-
sons generalli heen shown 1o hold jobs ve-
quiving less skl (Richardson, 1978), but spe-
cihe trainmg is ofien necessary for theor to
reach their potential in both work and lei-
sute struations (Clark, TORO: Mavion, 1979).
The systematic assessnfent of work skills and
work-relared sovial competence has there-
fore beenme o matter ol serjons concern,
particnlady given recent empbasis on voca-
tional cducation of the h; uuh(.tppc(l under

Public Baw M- 142 (Hvll any, Wilson, A(Ik r,

& Clark, 1980), : .
Recent approaches have e mlc«l 0 cm-
phasize assessment.of i variety of cognitive
and socal shills decmed essential 10 voca-
tonal success, Quinones (1978) hay exame
ned the use of a standard pave hologie al bt
ey of tests ind fonndd thias achicvement test
L mcasues weye .mmm. “the bhest pl(‘(ll(l('ﬂ
Schveiner (Y1978) also tound that MCASUTes

ol cogiitive ability were velated 1o work per-.

formance but thit sar |ph'~. of hehavior an-
der actual work conditions were snang, the
best predictors of work success. and task
sy s been favored as an qu'tuw

means, ol vocational assessmemt (Frieden-

berg & Martin, 1977). Personal indepened.

Cment (Malgady, Barcher,

ence has Jikewise been eited as a good pre-
dictor (Gnmninglinn & Presnall, 1978), as
have verbal wanners and conmunication
skills, espedially when these ave considered
in relnion to the appropiarencess of o de-
veloprentally disabled person’s joby assiym-
Towner, & Davis,
1079). Exemplary progrims of assessing a
handicapped person’s work potential by ob-
serving his o1 her response 1o acusal job

traming have also been develaped (Bellamy,

I!nrncl.& Luinen, 1970 Cold, l(ﬂ'i) These
appear 1o have the advantage of more im-
mediate gcncr.llu tion ‘of results 10 actual
work situations. ~
Much in these findings points to the wis-
dom of assessing a developmentally disabled
person's vocational” potential by evaluating

his or her academic and social skills within

the comtext of a work-related sitmation. Con-
versely, there also scems much 1o suggest
that_instruction of hundicapped “students,

‘whether in regular or spetial classrooms,

should be increasingly carried out with a
view - towards application of their academic
skills. The-generalization of skills learned in
a classroom setting may then be less prob-
lematic whimn these s@lle eventually have to
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- ional or hobby activities.!

he .,||||)lw(| to actual work or leisure situa-

vons (Halpern, 1974 Porter, 1980: Stod-
den, Casale, and Schwartz, 1977).
The present sm(l) 15 A report on the de-
velopment’ of an mstrmment to assess applied
academic and soqal skills, plm ananalysis of

data on the concurrent validiny of the instru-

ment used {or this technigue.

The instrument, hereinafter
as the "Applied Assessment Instument” or
AAL was developed witlun the context of a
prevocational shop classroom for develop-
mentally disabledd adolescents hospitalized
for psychiatric disorders and has been used
for the past (\s‘()_}'c:l'i's to evafuate the read-
incss of these students for various prevoca-
The AAL was not
only intended 1o be :||)p|i(':|f)l'u,m a varicty of
prevocational situations for developmentally
disabled adolescents and young agdults b
also to serve as a model lor feedback 1o class-
voom teachers on handicapped stndents’

ability 1o apphy the academic and social skills

learned in regular or special classroom set-
tings. Results me thevefore used not only w

assess the student’s academic and social

readiness to funcuon in yvarious shap acuvi-
ties bu, just as importantly, to provede dinta
to the students concurvent classroom teach-
ers on any prcvoc:uiu?ml acadenmice compe-
tencies which-the student does not yet seeny

-to have mastered. .

AALis designed to assess reading, num-.
ber, social, and owtor skilly using materials
taken from typical work or hobby projects.
These will e dhiscussed in more devul. The
present study includes o companison of the
scores of developmentdly disubled adoles-
cents on five areas.ol the AAL (applied read-,
ing., c()niprchcnsinn. divection following,
nunber shills, and social skills) with their
subtest scores on the Calitorni Achieve-

-

-

"The instrument developed for this technique

ke e,
is the "Assessment of Applicd Academiv and So-

cial Skills™ *of the UCLA NP1 (Neuropss chiatric
Instinne) School Prevocmional Shop Classroom,
The title has been shortened for convenience
herein. Sample copies of the insttument and ac-
ompanying ‘answer and stummary repoit sheets,
as used in the NP3 School, are avinlable waithbue

charge and may _yc obtiined by wrting the au-

thors. v ‘ .
. L

referred to _

~clasarooms for

l mwent Test ('l'i(-k\'w& Clak, 1963) in rc:\(lilig

vocabulo ve comprehension, arithimetic 1ea-

soning, wd arithmetic fundamentals andt-
with a leunm rmnk |>) |||cn (Im.\mmn .
teadchers. :

Methods
Subjects

Subjects tor the study were 30 (I(-\'(-l(_)p-
mentally diabled adolescents (17 male and
13 female) adnnued for evaluation and
short-term preatmep gon one inpatient wind
of the Mental Retardation and Child Psy-
chianey” Progngam. UCLA - Neuropsychiatric
Lesttnte (NP Mean age of the subjects wis
LS vears tange 12210 2008 yeans). Al sub-

s having compléte es vecords were se-

lected trom a ol population ol 48 p.uicnl\
admated 10 the ward over ot 2avem puuul
from 1977 10 1979, Al subjécty had devel-
opmental disabilities (primarily: mild 1etar-

“danon and/or servions emotional disorders),

and their 1Q range was approxininely 50 1o
80). : -

Setting and Testing Procedures

All subjects were enrolled in NI'E School
2 1w 3 hours cach gy, and
one of their 2-hownr periods e h' was
spent in the prevocatioml shop prsgam of
the NPI School. All subjects wre enrolled
in the shop program tor a minimum of

_month with a range from 1 o 5 months. A

more complete description of the total
school pragram is provided in Forness
(1977). The admmistrauon of cach \ublul s
AAT was r()mnwl\ done inan individaal ses-

Aion by the shop teacher during the first 2

weeks ot each subject’s adimission. Calitorng
Achievement Fests (GA'), at the Upper Pri-
neny or Elementary wert admini-
tered in individual sessions by the student’s
casstoom teacher duving the same 2-week
perviod. A behavior rating was also done by
two classroom teachers who vated the same

levels,

student independenty within the hvst 2
~weeks of admission o the cassroom.

Grade®level equivalents tor cach CA'T sub-
test were used in the data analysis. Each stu-
dent’s classroom teachers (in his or her ac- -
ademic classroom, not the shop program)

«
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Jwo tcachers (or o

were ashed 1o rate the student on r scale

rnulm(‘l\ used by the NPU School staft 1o
measure the student’s behavior wnd peer re-
Ialun“lnp\ ll&ll \(.ulcmlcd.mmmn There

“were. et items, eacht rated on’a T-point
Leikert scale. The eight items were task at-
. md(‘p('ml(m working, .Il)llm' W

1en
congmanicns needs etfectively inlthe class-
room, case of classroom management, par-
tickpation in‘group classroom activities, age-
appropuate - pecr interactionsy popnlarity
with classroonypeers, and ability 10 develop
reciprocal friendghips. As indicated above,
¢ teacher pnd i sissistant
teacher) vated-the s |(i(‘p¢:mlcnl,l\' on
these seales, and Jresu tom both teachers
were averiged tor cach scale, Passible scores

Avesment of .'i//[:h:'l/ Skl »

The wechimgues vwed on the AALto measme
apphed acudemic il s el skills were based
on e number ol vears observation and ex:
pevicnce o the NPE prevocational shop
classioom. They were also based on infor-
mation about the demand cluaaecternties of
vocetional antd prevocational settings hom

whichadolescent paticnts had beenelerved

aned i which they were subseqguently phaed
after discharge from the NP program, Sev-
cral veraons of the Applicd Asessmem In-
sttument were piloted belore the presem
version was developed over 2 vears ago.
She fnsesection ol the A s designed o

Cassess three skifls velated o veading: appicd

reddmg, mm/mlu'n\mll. anddpecion /n/hmmq

“Reading”™ skills e measured by laving the
student read aloud thiee short paragraphs
of dincdions from actmal projeas ac three
levels ot dilticuliy: prininy pevades (from a
project an building a woodenov trnck), up-
per clenmentary tdoing simple e (‘«lltpnml)
and oy high' (constrictimg a0 plywood
book k), (¢ ‘omprehension” is nu-.mn(-d by
Iaving the student vepeint these divecnions in
hiv ot her onnewaords and'* ‘divecrion follow-
ing” i measmed by daning the sindent ac-
aallh Gy ont these directions ysing the

actusd materialy deseribed, Opevanonal defs
intions ol specific data-based perlormance:
were convernted 1o t-point Leikert-nvpe

‘o

-“_N|

: R(‘xul(s :

Idm At .m(l ll.umnp om llu- INTT m.!"\ L3 lmk'd Apnd tail

“denth,

) : A
scales, tor cach ability on ench level of p:\r;
agraph difficulty. Possible scores for the
three reading-related abilities Gipplied read-
mg comprchension, and direction follow-

i) thus ranged lrmn 3o T8 points each.

The second section is designed o assess
u[:plud number shilly: related 1o counting,
nuthering, measurement, angd telling time.
Apph(‘d number skills are measured by

counting picces or materinls depicted on g

sheet of divections, pointing 1o numbered
ilvlm"(l'cpicu'd on chawings, telling time,
measming items with a roler, and jdentify-
ing simple fractions and decimals relating to
measitrement. Assessments are obtained in
ten areas, vach measuved oma H-poine Lei-
kert seale, such tha o possible seore 1anges
fromn 10 10 50 points Tor this section, The
third sectiom, contins six areas
whiclian e assessed by olserving the student’s
concenttion, housteation ability to
aceept gaidance, abibty o work indepen-
care and respear Tor wolsg and co-
operation while: hemg tested, Fach avea s
awessed o a Hepont saale with pmsll)lc
seore l.mglnl' from 6 1o 30 pomts,

soctal skl

point,

1 he lmnlh section is devoted th applicd
matenn skl which e measmed by obwerving
the sindent's ahility to use common toals and’
vting his o1 her performance on stractured
tiskhs, Skl observed are the student’s use of
to attach dillerent sized
virews o wood, threading nus and hohs
with a wrench, cutting o boavd e diflering

ascrew dhine

Sngles with o lgmdaas, and driving various
Coals mto wood withs hammers

SKill iy alsor
observed in tneading diflterem sizes -of
needlés, deawing a simple @id, and the use
of seisors to ot simple patterns ont of both
cloth s paper, This moten skills section,
however, wis not mcdduded "(h(' pré%ciu
.mll\\l\ which focuses |nunu|h on ca-
deic andd social shalis, Tt shonld be noted
that total assessment time on the AAL for
cach indivediad was approximatel 45 min-

Ftes,

Table | presents llu- e vange, sod stan-
dard deviations of the CAT scoves, cliss

room teacher vatingss smd applied academic

and socal seones ton the entnesample. Note

54 % ©w
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Mecans, Rangcs. and Standard Deviations for CA'I" Subtests, Teacher Ratings, and Applicd Ac:lndcmic

" . o,

and Socia) Assessments

[ )

mTTIIITIT R - FoooTITIIIT s ropege e Ryt Ll paras SISRAPA oS - IR G R
“Classraom Measres - Mean Range s
— — . e vy e e £ e e e e o
CCAT readmg voc abuly 4.60 (1.7 10 9.0 | KX
CAT reading comprehension 4.5 (1LH 0 7.0 (RS
CAT arithetic reasoniy w182 (1210029 1.48
CAT artthmetic fondamentals T PR ¥ {9 B) . 145
Classroom teacher's behavior . (o010 ‘_’4’.5) ' R B
rating .
) : -
NP1 applicd acadene and
sactit] assessnrent
Repding 14.9 .. 3w I8) 303
Comprechemion’ 11K _ (3 10 18) 1.91
l)iicrliun,,‘ulluuing 1.6 . 1310 18) A
Number skithy ! M6 (24 to 1) T30
Social shiths 22.9 . (B w 3m 6.59

e ean = e

tha the mean achievemient scores of the sab-
jJeets are the fomnth grade leyel and that .
there appeits to be considerable variability
i both the classroom teacher ratimgs and the
uppliv(l acrdene and .\_nci;ll NCOTTS.
Spearman vank-order covrelations @ho's)

wete «'umpu'lc«l between CA'T subtest scotes
andd corvesponding acidemic avcas on the
:nppli(‘dﬁusscssnwm instrnment, and these
are proseated m Table 2 along with corvie-
Lations between vatigs of clsseaon wachers
andd upplicd sochal shills. Note that generally
AAL reading scores do ot corvelae as
highh with CAT reading vocabnlary as they
dowith CA'T reading comprehemion nor do,
AAL number shills correlate as ighly with

TABLE2 . .

Correlation Coefficients (rho’s) Between Correspo

e om v s, et so—mm e etae v - mi drmases wCridwme 40: T

et @ e e e 4 e S At i e o e - 28 e

——te o PR

o
ALY ini!lmwli(\luml.mlcm;llx s they do

with .ni!lmu;!i(: r(.u\fnmng. ‘s

\

Discussion

The moderite b gencrally: significant cov-
velations tound between classroom measures
and ssesment ol similar acadeniic and so-
cial shills i an apphied situanon appear to,
suggest at least some suppott Jor the con-
cavtein validiy ol the AN s deseribed
herepr. Coirelations of amnch higher order
might, in fact, have been interpreted as nof
supporting the e ol the fnstrament sinee
4 more complete overlap ot the two types ol
MeASUTrement would suppest that the more
< .

,(._' . . Ty

nding Classroom and Applied Assessment Measures

—_— LT -0 - SR S PR -V S Y

’ Appleed Acudemic and Sonal Bawessment o
— e e m et m o S e
o . . Darection Sovwl
- Chivsromn Measures Reading Comprehension_ folleng ~ Numhen skalhy
— - SRR R
CAT reading vocabubns KE H R i e
CAV veading comprehension H2Tee Liges Auuse
CAT arithmetic lundamentah ' ' R (TR
CAL arithwetic teasoning Sl
Clanstoom -Ix'h\'.uinr ratmng 56U
*sSignititaot at the 05 Jevel i}
sesigmiticant at the 01 lesel
. .

L

»
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ivaditional use of achievément scores and
teacher mnnm are sulficient to pr cdict plc-
vocational 6r voécational suceess. 1t is ol in-
terest’in fhis regard thin the bhasic skills of

reading vocabulary and arithmetic funda-

mentals did not seefn ta selate as highly to
AAL skills as did reading comprehension
and _mithinetic reasoning, which q4end to
measure the apphication nl basic academic
skills, v

“In the siane vein, ditection following, as

measured on the AAL did noticwd ty gar-
relate as highly with any CA'V reading sub-
test as did the AAT measines of reading and
(‘nmpwlwminn These hindings mayv sug-
gest, @@t least in this instance; 4 possible con-
N Langing from acquisition of hasic ac-.
alemic skills (e.g
through their .\pplu ation in-an academ
context e, l(‘a_(lm;‘ mlnln_(‘lu‘lmnn) o,
thetr wltimate application in a practical con-
tent (e, - following weitten ditections in
prevocational sitwation). -

n

4]
Ilw fact that an least moderate relanon-

ships were found using a relatively hetero-

-5 == = e terfin iy

geneons .ulnl(\u‘m |mpu|.|l|nn with l(1|-

tively vindable. belinini seems ahp o e

significant. he assessinent of acidemic amd
wiial skills under workaekited “eonditons
worlél seem pavticalarhy cawential o place-
ment deaisions m\nl\m;‘ (lculnpnwnnll\
disabled persons with obvious pwoblems i
deportment, Flie AAL or instruments sin-
ilar toit, migh be useful with just these types
of individuals since theiv ability both o

moht how acadennic- mstrucign s well is?
to apphy what skills thev @ learn may be

mote limited than developmentally disabled

tlents with Tew belavior pmlﬂnm (Sr\'
nemiskr & Panguay, 18R0),
It should be stressed, however, that find-

Cings illestiating the validioy of the AAL or

cven the instrument iselt e nntas impor -
tnt s the concept of assessing a handdi-
capped student’s ahilities to apply acaelensic

“and social shills. Any assessment of this type,
15 cssential for two pun poses. Firse, it cnables -

# shop oy vocational instructor o aseertan
whether a student has mistered the ata-f

demgic or \nu.}l mmpt'!cnucs essential to .“.

cither |)n‘\n(.|l|(m.t| (l.!“umm smn.umns*m
on-the-job training. Secondly, it pmndcs
teedback to dassioom teachers on whether

n "
»

o
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thepr” instruction “is actually relevant to the
student’s curgent caxeer¥or vocational needs.
T both instanceg, there -me clear implica-
tiens for_the instruction of dev clnpmcn(nlly

: (Imllnlc(l or otheraypes of handicapped stu-

dents, cuhm in_vegnlar ov special class set-
tings. Particularly as snih students reach
'mum high s hnu! ages, or even prior to that
point, weachers nged to be concerned more
directly with/'the generaliznion sl appli-
cnion of skills tearned in their (I.mronnw
Instrmction o1 remediation i such Skills may
he more efféctive it hegan concur tently with,

or even pridy to, the student’s prevocational

or vocational treining. Assessiment of prev-
_or ational awademic skitls thus becomes crit-
“al o the 1.|<k ol providing the student’s
teacher \;ulb,\ {eedinack as a basis Tor devel-
oping mine Selevant individual instructional
programs in (lu: classroom.

w

vaerenccs’. .

Be Ilnn\ ("«.' Ilnrncl R. & Tnman, D Foca-
mnnlImlnlg{nh?’n[ e vely 1etacded adults: A diect
Prbss, l"?ﬁ ‘ .

Bellamy, . Wikon, D, Adter, E, & Clark, J-

A ur.ncp h\r programming vocational skillsfor

severeh handicapped vputh. Exceptional Educa-

tiom Quanterfy, 1080, 1, Ri. 0K,

Chark, G M. G ver pre'p'lr.mnn for handicapped
sedolescents: Aminter of approprinte education.
Exteptional Edvcation Quarierly, 19801, 11-18,

('uuningh.uh. o & Presnall, D, Relagionthip be-

oo lwten dimmmnm of .nl.lpmv hehavior and

shicheved workshop ppoductivity. Amencan Jour-
“nal of \!mml-l)r]mmn. 1078, $2, 386-303. -

Tomess, S, A tansitional mode! for plm-cmcm of

handicapped chikbien in regular and special
.(I.n(vs. (murm/mnm Eduecatrmal l'n.holngy,
A0, 250740,
llu denberg. P, & Martin, \ Prevacational train-
ing of the severely retarded nsing task analysis.
Mental Retardation, 1977, 15, 16-20. e
Goll, M. W, Rescarch of the vocational habilita-
ion of the 1t ded: ‘The presem, the fure.
%l N. Ellis (T, Internattemal: Review of Research
in Mental Retardation (Volume 6). \\_’e\\ York:
«Academic Pross, 1973,
Halpern, A S, Adolescents and \mgngadulu Ex-
ceptional Children, 1079, 45, 518-523.
Malgady, R Barcher, P Towner, G.. & Davis, j
Langaagee Lctors in vacional exaluation of

mentally tetarded workers. dAmerican Journal of

Mental l)r,‘mrnn. l‘h‘). 87, 432438,

s Balumene: - University Parke -

' P

£

?




o o o -_ R .\I.-tritm R. Leisure time ;iui\-ilic-s for ";mnlvlc cvalintion gnd the mentdly retordel: Review
: R . mentlly actarded adolescents. Irmhu[{ Excep- and recommendations, Mental Retardution,
ponnl Chldven, VOTQ 1T, 158160 A 1177, ”_. D527, '
P T Povter. M, Ellea of socnional mmuuiuﬂ on e SSrymanshi LS. & Tangaag, 1 (Kds) Bwotionnld
- . T ademic achicvement., I'ur[:uunul (Julfhn& 1980, Cee -dnunlrwu/ mentally retanded prounns dueanent,
' ' -6, 46*—11@ . . freatment, and comvnlintion. li.uhunnn" Univ ersity
4 Quinones. WA lm}\f'[nr assessing the vo- . Park Press, 1480, -
cational competenoy of modermel mencdly e ~lieps. Eo X Clk., W. Cah urign hlnrvnnmr Tt
. ! . K
mdul persons. Mental lt’rlurrla!lun YU7R. 16. Monterey, CA: Califoryuc Test Bugean, 1963,
A12-415. '
. Richardson, 5. \‘kvc(-rs of mentlly vetarded e e
. voung persons: Sevviees, johs, and mu:pusmml : STEVEN R, FORNESS i I’ru/n\m and She-
. , relasons. Amencan [um)m/ of \hnlul I):,u)rn(\ i - !
. - . JUTH 82, $19-458. " aal Education Divector, U614 \unu/m -hiatvic
) Schiewey, J. Predicion of retanded saduhiy’ wink Pstitute; R()l?!fkl « b ”()R'\. FON i a
— _ - pertormance thiongh components ol general Demonspration: Tencher, and - AMY A HOR-
<. . _ abihty. dmerican Journal of Mental Defretency.q . TON o an Awntant Tearher. Newopnyehatic
VOTN. 87, 7779, Imstrtute School, Univeraty of ((lh/mmu Ly
Suxdden, R, A, (,..,wtﬂlv, Joo & Schwarry, S Weork - _41:;3 ch : '
had .’ . ¥ ~
. - ~
cage ' ’ : :
S ‘- .
Handbook for Dlssemmators. B
‘The 1980 Guide To mlmuu:c*) vy Idumlunml Program, ‘H -page handbook tor
‘ o disseminatons, w totused on the proce sses for project std b ol a vihdated exe mplm v
- progunao tollow when preparing lm state or mational dithasion,
) Adapted trom a 1976 publication. “Packagingg Vet bduciional Progiam.” lhv
» ' handbook has been unpnm dand updated. Teovers content, lom 1o plan statlimg.
time. and budyet: produd tion of: print and audiovisual materials; and problems of
] _ distribution including copyright. releases, pricing. inventory, shippimg. and wa-
‘ keting An upprn(h\ desaribes a unnpku inventony off waterids tor .. Lcompre-
hemive dissemination p.uL age. :
Copies dve available trom the Far West | .|l)m.mn\ s Order De pulmgm 18553
l‘ulxmn Steet, San Franciseo, CA 03, lor $5.50 pu-p.ml
3 . .
» ( " P %
. . PO :
‘&
' o o Fl 7 ~
) ’ 7 .4 . a!g ) . ) 7 Bl .
_— oo . BEST C@B Y n?ﬁ&gzg[ﬁg - ' : Aswssmunl o Apnhrd Amdmm .md Souial Shall 104

< s - .




DIAGNOSING INSTRUCTION

L4

‘Traditonal diagnostic approaches usually occur
outside thesinstructional context and locus on
the learner. Accurate conclusions mbout the
learner, however, tan only be reaclred alier an
adequate diagnosis ol mstudction. Fatlute to
consider imstruction as a variable results in
draguoses that Lack spedific implivations tor

Siegfried Engelmann, B.A.
~ Alex Granzin, Ph.D.
Herbert Severson, Ph.D.

Oregon Research Institue, Lugene

w an allequate diagnosis of instracion are dis-
cussed and applicd o W owaricty of examples.
The process of denvanon of remedies and ns
velnionglup w the dignostic process s ilhne
tatet with examples.- tmphaanons for the
diagnostician aad the conseguences of tanlmg 1o
provide adequate mstructional diugn().ws are

teaching. Assumptions and procedures critical  disansed.

VARIABLES OF DIAGNOSIS N

Traditional procedures used to diagnose the learner are extremely weak be-
cause they do not assess the instruction the learner receives; they only assess the' ¥4
learner. Typically, a diagnosis is called for when there is trouble, generally be-
cause whatever the teacher is doing is not working. The learney is not “grow-
ing,” “developing.” “interacting,” or “behaving™ in an apprdpriate manner. A
diagnosis is achievéd by removing such learners from the instructional setting |
and giving them a series of tests that provide a sample of the fearner’s behavior. '
The assumption is that the sample provided by tests is somehow betier than
other samples. While the interpretation of the sample ostensibly tells something
about the learner, the diagnostician nevey, draws conclusions about persons or
Factors other than the child, e.g., "The child’s performance on the Bender Ges-
talt clearly indicates that the teacher is very poor at classroom management.”
On the contrary, interpretation always tells about the learners — their predis-
position, mental abilities, skills, personality, intelligence, sensorimotor perfor-
mance, and soon. : - . .
There is no severe problem with the diagnosis until a remedy is drawn from
it. For while the sample of behavior may be useful for classifying the learner, it )
fails to suggest adequate remedial action. Every special educator who has . ' f
“played the remedy game recognizes the problems encountered at this juncture.
“It seems,” the psychologist says thoughtfully to the teacher, “that you should
work on auditory sequencing.” ' .. _
“Like what?” . ' g ' Ba
“Well, counting.” ' -
“We doit.”
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I
™~ “Well, what about ('mnplciing words i a sentence?”
“Like what kind of sentence?” ’
“*We find cowsinthe . .. 7"
“He can't do " . A . ‘
. X “That’s probably what you llil\'(‘ to work-on.” N : -

“How?" ’

. At this point, diagnosticiansare so far beyond the information provided by
the test, and so far from the realities of the teaching situation, that if they're
smart they'll vetreat from the concrete details that teachers need to the more
comfortable generalities that characterize staffings. Actually, the diagnostic
procedunre is p perfect charade if the goal of diagnosis is to lead to a remedy.
For a remedy to follow frgm the diagnosis. the remedy must provide teachers
with informatidn that they don’t have. Tt must tell them what, if anything, they
can do o improve learner performance. 1t should not tell them what they al-
ready know, that the learner has spme sorC of deficiency. Teachers know pre-
ascly.how the deficiency manifests itfelf, what the learncr has trouble lcarning,
and diow the lemner responds to different situations. ‘Teachers, however, ave
not usually insulied by a dhagnosis that may well them far less than they already
know il that diagnosis assures them that (a) the instructions théy have proi'idcd _
_ ‘ are adequate and (b) the learner’s failure is the result of some hasic flaw in the
' L o lear n('r.}l'l;uliliu'hnl diagnaoses are designed o provide these assurances. Unfor- '
tumately, they carry very limited remedial implications because they do not
specify (a) the extent o which the learner's fifilure is ciused by poor instruction
and (b) precisely what the teachers could do to remedy an observed problem.

. v The waditional diagnosis is incapable of expressing remedics in the basic
units the teacher manipulates when teaching. The teacher achicves teac hing (or
changing behavior) net by manipulting nenrons, the learner’s past his?nr)'. or

~ mtermal processes of any sort. R;nh('r.(:he teacher achieves behavioral change

- only by manipulating environmental events. This pointis extremely important.
It follows that the remedy must dealyViniply manipulation of those envi-

ronmental events. It must tell teachers what they are doing wrong and what

types of different teaching behaviors they should implement. The remedy must

be specific and concrete becanse teaching always involves specific.concerete acts.

TTTie instruction “each seriation” does not tell the weacher what to do. when to
do it, how o respond to specific errors, how to scquence (.'x;nnplcs'. how o

. : review, or how to reinforce, Yet, in order to "teach seriation,” the teacher has
to present examples in sequence, say speaific words, and vespond in some way
-0 the learner’s attempts.” o - _
Traditional diagnosis tasstunes that all relevant information comes from a
study of the fearner. An equally tenable position is that all relevant information
comes from a study of the instruction the learner receives, not from the
learner. Neither position is reasonable. ‘The learner’s behavior is influenced by
’ two major factors: (a) the innate capacity or predisposition of the learner and
' (b) the instruction the learner receives. In other words: ' o

< . . - ' .
B (Behavior) = P (Predisposition) + 1 (Instruction).
'S

BEST CGPY AULADIE | !

ERIC

IR A .1 7cx: provided by ERIC . B . e ampae s mae e een e o e rede aremae sl e e

i
R X
h]

-67_'




) ‘
THE JOURNAL OF SPECIAL FDUCATION VOL. Y /NQ. 4/1479 357
~_
In this formuly, Predisposition would include all tactors that renuin unal- - .
fected by mstruction, (I the fearner exhibits the same sproblem regindiess of . '
instructional approach, the pr ol)lun is (namullul by, ‘(|lb|)()\l|l()ll ) Imbvuction *
- refers to the ¢ftects of lc‘ulnng — intentiond or nntditional, (1 the oblem
. can be climinated thiough instruction, the problem is controlled by mstruce- .
ton.) ) .
When we observe a given behavior, we canot specily the extent (o which it is
-controlled by predisposition or by instruction We may assert thi it iy con- - . -

trolled primarily by one factor or<another, but om assertion is based on ipno- .
rance, not on fact. We might conclude that the learner Tas a peveeptual proh-

- lem when in lact the obswmved I)(lmvun has I)uli (.mw(l by poor inshucnon - . ;
and can he climinated llnun,ﬁh instruction. : ‘ '
“One way to extricate onrselves from this dingnostic dilenm would be to rule
out onc of the two \,".n;iul)lcf\' (P or D). If we conld chimmite the leagner's predis- .
position from the observed behavior, we could nse the formula: ( =B -P. N o -
we could rule out the mstructional influence ind look only at the learne |'\
predisposition, we could use the formula: P = B — L. Unfartimately . we cmot
remove the lemmners from the effects of the instruction they receve or from
their innate predispositions, We must tluwlm(- v to control the variables P
v and 1 in some other way, and the control mast be designed so thar it doesn’t

require removiag a vartable (or pretendimg that we remove ). : .
There is no obvious way to control P by improving it, m'\\imi/in}\ i, or rede- . ,
oo signing it so llml we know precisely how it win ks, We aan, however, control 1 ‘ «

To do this, we'maximize I, which means that we design it so that it works across
a wide range of learners, When we design b oso that it is hasteally faaltless and
“incapable of contributing to the leaviers behavior problem, “we cin-drw
conclusious about both P and L.1f B chinges gready with 1 controlled, we
conclude that 1 is the primary factor in determining B B does not change
greatly, we condude that " is primarily responsible for the statns of B,
We have now gone full drcle and have come to the central dighostic prob-
‘ lem. We wish to control 1. First, we must determine what npe -of comrol is
needed and to what extent 1is in need of maximization. In ml'ucyr words, we
must diagnose instruction. ‘The diubn()sis perforce must be of insttuction, not
of the lcarner. The mstructional -diagnosis involves two steps: (i) interpreting
imstruction the learner receives according to the munmumgﬁnmIc(IM assump-
tion, and (b) testing the mimmum-knowledge assumption In |mm(|mg g
maximum-knowledge test. .

The minimum-knowledge assumption C ) : .
( When we view instruction, we sec the learner responding to different things ~ '
the teacher does. The teacher presents tasks, and the fearner responds. The
minimum-knowledge assumption holds that the learner uses the least possible
knowledge required to praduce the various behaviors we observe. For example, § .
the teacher says, "Open the door, Henry," and poinits to the door. 1f Henry
opens the door, we cannot. assume that Henry understands the umml.m(l

“Open the door,” because Henry was not rcquncd to respond only to the -
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wm(lj. He could have l(\p(m(lc(l only to the teacher’s pointing. The
minimum- knowledge assnmption holds tha ll(‘m\ did just that — responded
to the point, not to the words.

The maximum-knowledge test st

“The minmimum-knowledge assumption is perfectly consistent with the ob.
served behavior, Further, it cirnes mphcations for-instruciional control. 'Fhat
1s. we can-design atest thae eliminaies the teacher's point and presents only
words. Fhis test requires knowledge of the words — the maximum- Ln(mlf:(lgc

test. The mniinumm knowledge assumption identifies the stimplest mechanisin

that accounms for what the learier does. The test bf maximum-knowledge re-

stncnes the siaaton so that the learner; cannot use the simplest mechanism.

Fatlure to makethe mmimum- kl&)\\'l(‘(l}.‘(‘ awnn‘\plinn results i falure o test
the possibility that the learner is r&sponding 1o messages other than the ones
the weacher mlcn(k Let's sav the teacher handy a leaner a prece of candy and
savs, “Fat ||||s lh(' traditional meerpretation assumes thae if the learner ate
lhc candy, the lemner understond the divections (maximume- ~knowledge). The
mimmum-knowledge assmmption holds that the leatner is 1esponding 1o the
candy m the hand, not to the words: in other words, the learner would eat it no

roontet what the teacheraiid, "Thew ih'c']l'iiil'ii'n'u'ﬁ'l-klii‘)’\'\‘k'dg‘ci;il\'ﬁ"l’lmplinn can

he l('.s!c(l (perlaps by harding the learner candy and telling him/her, “Don’t eat
1" ar “Shut the door™). The minimnmm-knowledge assumption imphes the
m.I\mmm knowledge test. I the minimum-knowledge .|\§ump|mn 1s not made,
howevert the vole of the instruction in the learner's performance is not tested.

Twaor pmn(\ about the diagnosis of mstruction sh()nltl\l)(‘ noted:

L "The nimimm-knowledge assimption is just that — an assumption, not a

facr, The .1\\unr|)|mn should be tested, and the west wilt denly (fc!cnmm' the
extent to which 1t s confirmed. ,

2. the n'linim|nn~knnwlc(lg(‘ assnmption can be made abont written de-
saiptions, but the wse of these descriptions in formulating diagnoses 1s not
cfhaent because they do not provide sufficient detail about what happens dur-
ing instruction. Written descriptions onlv ¢l about thos€ details of which the
wrtter is aware. [the wiiter isnnawme of such det atls as sequencing items, the
wiitien m\nu(!mn obvionslv will not menuon these. Also, wiitten a( scriptions
ae often useless bee cause teachers (I() vot follow them,

APPLICATIONS

Below are three applications of the duagnostic procedure, relatively elemen-
tary-examples. The same basic procedure cim be used in motre complex situa-
tons, however. ‘The hrst two examples involve situations in which a problem
has been identified. Situation Finvolves a learner whose belavior is not chang-
ing in the expegted way. Sitnation 2 coneerns a learner who seems 10 have

Ctrouble tollowing instractions, Situation 3, however, involves a leanner who is

e
\‘1.

performing aceeptably but who exhibits a problem when the pracedure used in
the previous ex .nnpl(s iy applicd. The mimimum-knowledge .wunnplum iden-

*
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“uhes pussil)h‘ l\)l\llll(‘l])](' .mnm that are Cun\'(‘\('(l lhl()ll}‘h mstruttion, llu

naximum- klmwlc(l;,c test (1)||f|||u>_Lll. he deficiency ininstructional |)mw
dures has 1esuled in j(kll(l(‘l)(\ in the lGoner's understinding. The poinn s

that the diagnostc puxcduws cn be applicd hefore a problem. iy idemihed
and that preventive measures can be d(blgll( d 1o obviate the nstrmcuonal de- '

ficiency.

Situation 1 ' .

The teacher is rying to teac h or reimforce munl)r'r\lulh of h)\\ Lnu,uu,c
children Ly playing a game with oversized dominoes. Atper pl: wing i domino in
the middle of the wble, the teacher says the number shown by hiy/herdomino.
1 a child has asdoming with-a mal(lnng muber ol (luls. the child is to place
that domino i the nmbilc of the table, . .

The problem child in the group throws out g domine every time the teacher
places one on the table. The teacher’s vesponse e simply topne the m.lppm-
priate responses by pushing the domino back to the child and continuing the
.uk When the childs res ponse is appropriate, the wacher remforees it The

acher's attempts to “shape” the child’s behavior have not workéd.

 Minimum-knowledge assumption.  To tormnlate the assumption we ask,
“What is the least amount of knowledge learners could possessand pertorm m
the observed way?” lhcv would ot hive 1o connt the dots on the dominoes
and would not have to underspand that they we supposed o throw out a
domino only it it matches, They could pes form in IlIL observed manner it they

A

opn.nul from the lnmuplc‘ “Throw out voun domino (.uh mne tlw teacher

presents one. From time to tune, you'll be reinforced.”

We assumce, theretore, that the learier operates from l:}n hehavioral rule
and that the learner has no knowledge of numbers, matching, or the vules ol
the game. | ' ' .

Maximum-knowledee test. A number of maximum- knowledge tests are pos-
sible_here, The requirement for cach’is that it must test the child’s knowledge
of ‘whether the number of dots match, For instance, we could provide the
learner with a row.of dominoes and-hand him/her one domino, which the child
must place next to the domino with the sime number of dots. '

Sitvation 2 S ' .

Jenny pcllmms snecessfully when the following l.lsks ae pws(mul in 1an-
dom order: “Toudh vour head . . touch your nose .. sl.lml up .. oprek up the
fork . . . pick up-the pencil”

lurn) has difficulty with tasks such as, “Putthe pencil llll(l(‘l the chair,” and
“Touch the pencil.” (Slw puts the ob)ut Imndul to her on the. (h.m. and she

picks up the pendil)

Minimum-knowledge assump(lun jvnn) pchn ms by cneing on the, I.N word
in the command, She cannot perform on preposition tasks because words other

than the last woid provide instriaction about what o do. She cannot pmlmm

on “Touch the fork® because she i ;,norcs the word touch. . @
Maximum-knowledge tést. "The maximum- l\nuhlcdgc test must Inst deter-
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mine whether Jenny could follow 1wo different commands involving the same

ohject. Could Jenpiv, for instance, “touch the fork™ as well -as “pick up the
forkz" "The tést would involve random trials of these commands. If the
mininmm-knowleilye agsumption is correct /%njwy would, pick up the fork on
every uil, even atter the correct response to tou(h had l)con modeled and em-
phagized in lh(‘ wmm.mds ~ '

Situation 3

Ann a junior- lngh \lud(‘nl pcrﬁn ms well on a variety of mithwetic tasks.
Sh( works simple algebra problems: however, the: program that she uses re-
(|mn\ application of Taws, such ad asséciative and distributive, and .ll\\.ns re-
quires.problems o be snl\(.‘d tor X ar A (nul for 2X or aA).

Mimmum-knowledge assumption.  Ann 1|.|s learned strategies f(n solving
problems that would not permit her 1o solve a problem such as: X =7, 38X =
— . Fhis minimum-knowledge assumption is based solelv on the pr ogram. not

: un mn nlwcnc«l behavioral deficiene v. The assumption is that.if Ann ts “nor-

mitl,” it is (|mlc probable that she d('\_clup( da Sll.ll('g) that would 1ot work well

in solving tor values other than X.
Mmmum knowledge test. The most divect test. would be to rcqunc Amn to

solve 'the same problem for difterent values:
X =7 X =7 X =7 X =7
SN = MaX = N =__ aX =
Remedive

Remedies follow logically from learners' performance on the maximum-

knowledge test. I Jearners fail the test, they must work on tasks or activities

that can account for passing the test. . :

H 1he domino player did not pass.the test that required nml(hm;, a domino
with'the appropriate one in the teacher’s display, the task wonld be simplified
(lulmmg the number of dominoes (ll\l)l.l\(‘(' by the teacher), and the preskill’
of coomting the dots would be taught and then .\ppli((l to the matching proce-
chure. Tnitially. the stucture of the task would involve steps sucli as: *Count the
dats on your domino. .. How many dots on your domino? . . . Show me the
other domino that has four dots .. . Pat your domino next to the domino that

thas four dots + L Good jub,” Later, the steps would be “faded” and the learner
‘would be vegnived 1o perforin ‘without pr umplmp, Once helshe had demon-

strated proficiency requited to pass the maximum-knowledge test (in whicl,
he/she would be given different dominoes to be placed next 1o those that

: mu(h) the’ original domino game could be |cm|rnduu‘d perhaps with new

rales: "I you put gut a ddmino that does not matceh, 1 getone of your pomls.
Again, if Jenny tailed the maximum- knowledge test, the implied remedy is to
teach the skills required to pass the tést. To achi¢ve this, we might first teach
her single -word conmands. such as “touch.™ We would mlu.lllv plesent un-
familiz objects or those’that arc not easily picked up. The. teacher would say

the word “touch™.and then (I('mum(mu- or model the yesponse. Jenny would
next'he tested. - After performing .\(_L(‘l)l.l')l) on these objects, objects such as

°
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forks and candy would be introduced. Next, she would be l.m;‘ln to discrimi-
nate between the ‘commangd * touch™ and the command “pick wp.” Bath com-

nands would be given for the same object. Forimstnee, a fonk wortld be pre-
sented, and ]cnny would be ;,wc n these commuands: “Fouch .. toudh o pick”

up . touch . . . pich up , . Tpick up .. opick upctoudh” etes After Jenby

pc:lmmc«l acceptably oh lln\ type bf lmk tasks |Im| n‘mw*)mh the ohject and
the action would be intruduced: “Fouch the ball ... Pick up the hook |
‘Touch the fork ... Touch the candy.™ When |cn\|\‘ G perform these l.l\L\
she has passed the maximum- km)wlulhc test. "Fo respond corretly, she must
- atend 1o and understand the meaning of lhc ‘omnands, which“meins that she
must have maximum knowledge. _

The remedy for the poor arithmetic sequence would be 1o teach A astrat-
egy that wouldspermit her o solve. problems that require solutions for values
other than X. A pusuhlc SlldlL‘g\ is tor show Ann that a pr uhlun of this type:

,

aX =17 : L - +
" X = ___ .

is simply o vatio problem with-equivalent fractions on cither side of the equal
s '

3 CT T, S
The game involved in solving the problem is to find the number that 4 must be
multiplied by to change it into 7. We must multiply 3 by the simte value 1o get
the answer. ' '
Once Ann has applicd this analysis to various problems (both vatios and those
involving letters), src should have no n()ublc with the maximum-knowledge
test. :

ASSUMPTIONS TESTS, AND REMEDIES

The prn(o(hm‘ umlmc(l show thc"rclntmnslnp |N'I\\L‘(ll the mininum-
knowledge assumption, the maximum-knowledge test, and the yemedy, The
C\.m\plcs of remedies are based on sitwations in which: ahe lemner Fails-he-
maximum-knowledge test. Tt the learner passes the test, of course, no v nedy is
implicd; we sinply condude that owr assumption of mininmm-kiowledge was
not umh’nncd by the test. !’usslbl) the test will pu)\'ldc only i partial confirma-
tion of the assumption. “which means thait the fearner will fail only pant of it or
only spme types ol items, Pertormanie will imply what we must teach betore
“the learner per lm s .uh qu.ncly on lhc mmc(l part o ncms.__

 DIAGNOSIS AND RéMEDY | L

The purpose of msmulmﬂ.\l dmg,nmu is.to determine aspects of instruction
that are-inadequate, 1o find out precisely how they are m.ulcqtmu'. and 1o u_pl)
what must beidone to corredt theix m.ldcqu 'y, The. asswmption of minimum-
knmslcdgc is central to the: dm;,mma. lf it is not made. the nmmumn is atto-

-
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e ~Ji:;nl@ll\ oXONOor: uc«l. .md lh(‘ l:mll fnr poor pollmm.mco is autonu wtically
' place

_ forces domino players for throwing ont their domino on everv arial, we may

. S R e that they are slow le arners, that they'do not l(spund o the pums‘h- *

Kz o ment” of Teachers igioring their inappropriate responses. The-teacher’s proce-

dutes, althongh fauly, become exonorated, and the diagnosis shifts to
questions ol why the learner tends 1o respond in such a strange way,

By I.nlm;, to m,lkc lhv minimui- l\nm\-l(‘(h,v .mnmplmn abowt ]cnn\ s - per-

' note th it hn |)(‘|lmm mee s pmlc(ll\ consistent \\llh w h.u she has heen rein-

Threed for doing (qunmhn;, o comniands in which the Iast word (on\'cvs\.lll
the unpml At information), we must ty to account for her erratic I)(‘h.mm

e : (lculnpmcnl tl pattern, or whatgver. : .
CSumlarly, filure o apply the minimum-knowle (h‘(- 'wmmpnon to Aun pre-

venits us from further wests of the program’s adequ: Ny. Instead, when she de-
. \'clnpx sertous problems in arithmenc, we conchide that her pmhlcnn are:

cawsed by internalb imechanism: not hy the program: "Ann lacks aptitudke:”
S eveny Grse, ome conclusions e premature and wnfounded. They l(‘prc
senta posvble interpresnion: the other, and ¢qus v pnmhl(’ imerpretation is
that the lemnes respotds ina way consistent with the instruction pl(scnlcd
“When insvodional deficiendes ave not identihed, the teacher may nnder-
standbabhy hecome frastrated. Even though the weacher works harileron follow-
iny divections, Jenny pensists in making the simne mistakes. Phaving the domino
¢ogame more fre (|ucn|l\ does not scem o nnpm\c the learner’s performance.
== Reviewing sunpler problems-does: not seem 10 help Ann work-the more ditficult
ones,
I shore the weae hu draws (I.mg(mux conclusions about: the learners; in-
Strugtion apparently does not seem 1o change their 1CSPONSCS; thereforé, the
pmhk m st be with lhclr plcdnpmmmw

. R e R e T

oo w 7. DIAGNOSING THE LEARNER

The only valid wav to draw cone lusmns about deficiencies involves first de-
termining the degree 1o which the learner's performance is contralled by in-
struction. We must po lhnm;,h the lnllmsmg steps:, :

L. Dugnose the instuction the leaner receives (observing instruction using

the - minignum-knowle dg .mumpmm ,mfl then plmuhng the nn\nmnn-'

4

v l.nm\ ledye (est).
' 20 Provide jnstruction: Al wmcdwe than .\(umm for llu- shlls n-qunc(l by the
maximum-knowledge tesr.

3 Obserye (lmwp.uu 18 between the learner 's per formance and that of a
nonnal learner.

The fivsy o sieps lmmr put instruction and ulvnul\ the extent to which it is
respansible for the observed hehaviar, We can then indicate the extent to w hich

i _ pcﬂurm.mu‘ |s catised I)\ the ll‘.llll(‘l s b.mg nnk(up — llw third step. If thc :

Emc

on the learner, H we fail o recognize that instiuction permits anvd rein-

Ow anention moves’from the instruction 10 Jenny's pcnon.nlm Ic.nmng style,”

rllurmmurvmc R
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T IOURNALOFSPEC'AL quuOannmomsm L el

i Wt(qul,__ nding ¢
0. ;nb.lmlnu bgln,mm lln.u h.lw ‘
nning 1o pnx ced slowly cevenil o

o bccn wm(d’rwd lm_wm \'\c \sould \pcu 1ei
< ©the” Ic.nncrg is nmu"'.d- Relearning cqmr_ ach more pr.uln‘ "lh.m il
T T s earning, M oveover “Ic.xrumg anfamiliary (Il.s,()lllllll.lll(xll\ lcqum ;unm(lc; hhy
more pr.ncu(c |l.,m dnu learning | [muh.n dise mmu.uhm (Epgelmann & Gran- -
R L . zinyin press). n the, tay wl a learner whio has néver. au(-n(lc(l 10 verbal wiers
D e T aIes, we cap .muny- shatinitig) Iear nmg (eyen, Tora ngrmal Jearney): \\nul(l be -»
" ‘ (quite sluw (nquuinh hmu__,_t;cls of ialy o my; N_.. “only a few (h: rimin wions).
© When our goal is to assesy noy umhl). \w; can uye airy dch( iency as the b wsistors
o R : mncludmb  that the Jearner is’ bcl()w nor m.:l 1f we wish to find ont the extent: m L
SET + +which this beliavior ifaplies - peysistent and- nn‘\cnlbl '(h‘!u'._ ey owe hum e
- ' ' first !m(h (hc lc:.nnc and (:bacl ve l('spmma < . :

IMPLICAT_IONS FOR TH.E DlAGNOSTlCIAN | ';'j R

P | I‘mdmon.al!\ ‘hc d:.u,nm(n( an's _
R : ﬁnc-;,:.nnul (l.usslhc.mun nl tlu"'_l('.rnc S pml;lcnw A\ nmwl ‘!hc msnumvms S
focus solely ‘on the Ic.nnu in an .;ucmpl 1o (€l what vype. of e h(l; ney he/she ST

has, to u‘la!c itto lhc nmm, .md to cot vcn lhc w.uhn s t.mml nb\tl\.munx ul
the pr oblem nto, mme s¢ wnuh( "'“b oy - S S

. The dmt,nosm fan. ml_,_l ;c«tu;,nu That llus oncnl.umn ]

v ()I dmguosls ls'nnl pnmnnly to provide Al e

i




The& New Dlrecfmn in Educaiional

Rosez.ﬂrchw --~Alterahle~ Variables--

)

' by Bcn)amm S. Bloom

-One 0of 2 Amcncas leading. cducanonal rc.searchers d:scusscs certain ...
alterable variables thet have brought about major changes =

i e

in our views of léarners and their umazing potential for Ieammg.
He believes the list of alterable variables will be rapidly expanded in
the Eighties, ,bnngmg profound changcs in school and sbaet{s e

v.

uca-
der-’

during the past decade in
-tional research and our

slandmg of some of the [aclors that di-:
*. pectly influence learning in.or out-of the .

\ major revolution has taken place

\

-—

tors (teachers and studcms) 10 the study of

“teaching and learning as they take place-
.under specific environmental conditions. |
Increasingly, educational researchers -

arc performing cxpcnmcmal studies under

schools. -As a resnlt, student. lcammg Cdl\, classroom conditions..tn which sclcclcd

now be improved greatly, and itis possu\)le
10 describe the favorable learning condj-

fions that can enable virtually all s(udcnls_
" 1p learn 10 a high standard. Researchers

who were at one time concerned about

providing equality of educational oppor- -
" tunity for students now speak of the learn-

ing conditions that can bring about

equality ' of ‘educational outcomes for -

students. And such educational outcomes
arc at very liigh levels of attainment,

The direct application of this new
understanding to leachers and the schools
has taken placc very quickly in some

_ places, but in others it may await the

presence of several conditions. Applica-
tion of the new undcrstandmg will dcpcnd

~upofi the leadership in the schools, the.

need for improvement inlearning, and the -
role to be played by schools of education

and teachers of teachers, .In some coun-

tries the leadership in applying the new re-
search to the schools has been assumed by
curriculum centers that wehve these new
ideas into the instructional material and
into thé Instructional. processes for the
new curriculum. This procedure has been

- especially effective in curriculum centers
- that provide inservice cducauon to teach- .

ers for the new curriculum,.

Al least four mclhodologncal fcalures,_ _

account for the striking qualitics of these

new research developments, The simplest’

of these 1wmovcmcm from a study of
the characieristics of ‘teachers and Stu-

dents to direct observation of learning
~taking place in the imcmcuons between
- teachers and studenls in the classrooml

.-Pcthaps to put it in the most direct terms,

itisa movernent. from the study of the ac-

BI:NMMIN s.: momi is d.mngmshed.

- service professor of eduration, Umiversity of -

Chicago. This article is odupted from ihe ini’.

- troduction ‘19 Mis new bouk, Al Qur (‘luld;m

"Lesrning,

moam

. ss‘heduled /()r pubiuauon bt-.
- McGrow-Mill lh:s spnng.' © n $..

“variables are stydied in termns of the proc:-

" esses involved as well a$ the changes they
produce in both teachers and learners.

Central 1o these studies is-the concern

abouit the causal links between the process
variables and the qualitative and quan-
titative _changes in the learning of stu-
dents.’ These are very differeni from the
pre-post - demonstration studies of an

carlier, period, since they -center on'the
' teachmg and lcarmng processes that take

place between (hc pre and post mcasurc-

‘ments.

= Third, these experimental stu_dlcs are
i guided by models and theories that em-

body = causal  links, “These models and

theories are the basis for the hypotheses to. -

be tested and the research designs (o be us-

ed. Methods of strorig inference are used -

to relate. lheory and models to clascroom’

\pmvc the theory and the modcls
perhaps_ . the . imost

from what | have termed stable or static
variables to variables that are alterable
seither before the teaching and learning

consider lhls shift in the variables used as

central 10 the new view of educatiop. This "

“shift enables rcscatchcu to move from an
- emphasxs on pl’cdlLIIOI\ and classification

‘ing, .and altering human learning. - The

scarch for alterable vatiables,..and the .

- acausal processes by which theéy can be

altered, tsarclativﬂy reccnl step in educa-. -
tional rcscatch 1 am confident it will be

central in cdueauonal rcscarch of lhe nex!
dccadc. - :

|n !hc followmg pages ] shall descnbe
“alterable 9anables.

contrast them with the nonalterable vari-

‘approach to .educational research and
-cducauona] pracucc. .

* Availuble Time vs. 'l'lm_c-anT_ask -

- central factor in all learnind. Schools have -

In addmon. the ‘schools determine the .
number o] school days in each school year =

; curnculumg”hme in the sense of ‘years,
days, and hours available for schooldearn-.

“variable, To make significant ulfcrnuom ,'

obscrvauons and experiments in such a
way that a series of studics under varymg. :
conditions is necessary to test and im--

- allocations. And, yince these time alloca- . -

“ences in the learning of individual slu—.

importam ' dcnts wulhm a. classroom or school LI

r:xclhodoloucal ‘change is the ‘movement

time-on-task (i.¢., activé learning time,

proc¥sses or as a part of thes¢ processes, I - time, that s(udcnts are engaged in lcarn-f.

.~the other is actively engaged for only 30%

{0 8 concern for causality and the rela. 01 that:hour, there will be quantitative

tions between means and cnds in leachmg .
(mlcnrntn\g “This new concern has result- -
¢d in new ways of understanding, explain~'-

\"camms during that hoyr. - =~

~.'One “method . of - appraisip "”timc-on
“task ds (o ‘determine at, 'vangé intervals
whether or not a pamcular mdcm

the mslrucuon ‘and the instrucuonal mao{
_{-tenal A sccond mcthod is 0. dcterﬁmm

: ) '.¢ngngcd in the’ lcammg Th:s is “done by
s fethod call

\.:.‘.

B e L i
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ables they replace, and indicate the gains -
in education 10 be secured from this new

‘We hiave always recognized time as a. -

allocated a certain number of ycars for -
differcnt subjects such as reading; tiiera-
turs, arithmetic, science, or social studies,

and the numbcts of hours per day or week . -
that will be, pssigned to .cach part of the

ing becomes a relatively fixed or stable -

in these time allocations requires - majoy -
legal, economig, and other policy changes .
at the state-or local level, Only rarely cana -
group of teachers or local school adminis- ..
trators make drastic changes.in thcse time

tions arc much thc same for most .stu-
dents, they account for ordy small differ-

-“Quitdin contrast to.the concept of time’
availabfe for lcarmng s the. vamblc of '

ing). If two students are'in the same class-
room and one is actively engaged in learn-.‘
ing for 90% ‘of the classroom hour while

well -as” qualitative differences i .5!heu‘

overily engaged in the lcaming - paymk
attention,’ domg work asslgncd. ot m
some way yes] ndmg ina reicvgm way toi

covml))




. phc!l\q’ ule studcm is chmkuu in tclcvant
ways ahout what is going on i the class-
coom or whether his thoughts are unre.
fated to the classroom teaching/lcarning
processes. Most studies report an index of
ime-on-task as the proportion of the

on task — overtly, covertly, or an avérage

of the two.
v Studies of this variable show that the

percentage of engaged time (for individual

--students -or -groups of students) .is high-.

ly related ‘to subsequent -measures of -

~achievement and to subsequent indjces of

interests or attltudes toward the learning.
In turn, :ime-on-task is largely determined
by the quality of instruction and the ex-
tent to which the students have the ¢og-
nitive prerequisites for cach new learning
task. To put it another way, students can-
not actively engage in learning if the in-
struction_is poor and/or they are unable
to comprehend. what is _being tought and -
what they are to do. _ .
For the purposes of this article, whal is
most important is the strong evidence that
the amount of active engaged time in the
classroom cari be altered during & se-

quen

of students who are comparable in
_Qe or previous achievement at the
ning of a new course, One group

learhs the subject under conventional con-
ditigns while the second learns under u 3

very-high quality of instruction (mastery
learning or some other procedure that #

: maximiz¢s learning). During the first |

~ tion and lower for the group with poorer

- lask while the low-quality instruction

- time-on-task. On the final lcarning task

learning task both groups are likely to be '
very similar in percentage of time-on-task.

On the second learning task, the percen-
tage of time-on-task will tend to be greater
for the group with high-quality instruc-

instruction. If both groups are followed
over & series of learning tasks, the high-

quality instruction group will be found to-
Increase greetly in percentage of time-on:

group’ decreases greatly in percentage of

‘of learning tasks, Consider two |

hter lchicvcmcm havc bccn found 10 bc
about +.30 10 +.70. Most fesearchers
and educators have interpeeted these icla-
tigns as indications that intelligence and
aplitude determine the individual’s poten:
tial for Icarning. Many educators use these
—classroom hour the. individual student was __test scores as a basis for making long-term

decisions about selection, grouping, and
even about the types of school programs -

to which individual students ar¢ assigned.

All to0. frequently, intelligence and ap-
~litude-scores-detcrmine-opportunities - for
further - education, - student support and
encouragement, and cven the types of in-
teraction between teachers and students.

There is some evidence thatintelligence -

fest scores are alterable. in the carly years
(ages 3-7), but there is little evidence of
significant alteration in levels of intelli-

gence as a result of school experiences in

the Jater years, -Less is known about the

-alterability of performance-on specific ap-

_titude tests. On the basis of present evi-

dence, we may regard both intelligence

and aplitude as hughly stable charactcr—
< nsucs. , "

- Quit¢ in contrast 10 In(clhgcnce and.

’ aptitude- indices are cognitive entry char-

_prereqisites for the lcarning of a particu- -
lar school subject or a particular learning
task Such prerequisites typically correlate

ment in & subject,’ Fur(hcrmorc, when
they are identified and measured, thcy re-
place intelligence and aptitiude tests in the -
prediction of later achievement. That is,
intclligence or aptitude tests add little or
nothing to cognitive entry tneasures for
the prediction .of school learning. All of .
this is to say that cognitive entry charac- ¢
teristics have & high relation 1o achieve-
~ment, and they have an obvious causal ef-
fect on fater achievement. This is npccnal
ly true when scqucnual learping tasks.are

~ing of task A, e

et e St

the two groups (who were very similar on
the first learning task) will be very dif-
ferent. These differences will be reflected

in echicvement differentials, motivation -
" for further learning of the subject, and -

self-confidence in learning ability..

" ables that account for lcarning differences’

between sludcnts. between classes, and

" even between nations. Time-on-task can
. be altered positively (or negatively) by the -
- instructional process, and this. has direct

" consequences for the Icamms thnl wm

take place. .

Intemm vs. Cognltlve l-:ntry

Dunn; much of this-¢entury educatori
have used intelligence and aptitude tests to -
Dtedsct uhoot achteyemem ln tcncrhl

—TCognitive. emry <characteristics are
highly alterable, because .they tepresent

- -particular content and skills that may be

learnad if they are absent, reviewed if lhcy
have bech forgotten, and learned to a cri-
terion level if they have been learned 1o a

confiden ] “ . lesser lcvcl In the ncxl section of!hlsam-
Tinre-on-task is then one of the vari- -~

cle 1 shall tefer o feedback-corrective
prccedures as one major method for in-

-suring that cogmuve entry characteristics

(are developed adequalcly for nearly all -
“students, Much “of -mastery Ieaimng Te-
search demonstrates that the large gains in
final achicvement. for mastery versus con:
- trol groups are atiributable 1o the fact that

lhe maslcty sludcms were broushl to high
: leyels of. achtevcmem on the Pprerequisiics

“for cach riew. leunmg task, This was not
done for the control students. -

“Much of the variation in s¢hool learn-'
mg u dnccny ds:tcrmmed by the vananon =

acteristics. These are the specific knowl-
edge, ahnlilics. or skills that are “Essential

+.70 or higher with measures of achieve-

e ua 4 ,4 umtat(ﬂ-
i;ucs When mcans are found for insuring
that students reach adequate levels of
competence on the essential cognitive cn-
try behaviots, most students can be as-
sured of high levels of school tearning

e vr|ﬂ~x\q -

with very hittle vanation in their achicye-
et The alicrabiluty of cognitive entry .

charactcristics has the most profound im.
plications for instruction, curriculum, and

our views about the learning potential of

alimost all students in the schools.

‘Summative Vs, Formative Testing
In most classrooms achievement tests
are used for summative purposcs. The
summative test evidence is primarily used
1o classify or judge the student on the ex-
tent to which 'he has lcarned the content
and objectives set for the course. The stu-
dents’ scores on each test are cdnverted in-
‘to school marks or other indices that com-
pare ¢cach student with norms or standards
set by the teacher or.the test makers.-
Typically. once a student has taken a test,
- heis marked and mtcly is given an oppor-
tunity for correcting his errors or being
“wetested. The basic notion is that the
students have -had cqu"xl opportunity (o
learn the subject overa defined period of
time and are then )ud d on what they
shave learned. Thls is“repcated agath and
ragain during :the school year.

y - Test results and school marks are fre-

jqucmly assurned to be the primary moti-

“vators for learning in the school. Marks .
based on- tests arc also assumed to be.

' sound estimates of the quality of learning
- as well as a proper index of the quality of
i the learners, Such marks are eventually
the basis for many decisions about learn-
i ers, including school programs and fur-
; ther opportunities for education.

l The use of summative lcsung/gradmg

proccdures results in highly predictable
. measures of school achicvement, Typical-

involved, where it may be smpossnblc to} ly, correlations between achievement tests
learn task B wnhout prior adcquate learn- - in the same subject at two points ip time

arc above +.70 (depending upon the reli-
ability of the separate tests). If carcfully

‘made standardized tests are used over a_

.number of subjects, -the correlations over
.a five-year period or.longer tend to be
+ .80 or higher. That is, the ranks of the

studcms in a school remain very constant

over many years of -schooling. Many re-
searchers and educators infer from this
_that differentials in achievement are non-
alterable and that they are fixed by in-

telligence, hcrcduy. home influencts, or -

other.conditions ouls|dc the school. It is
- assumed thag the student and h:s back-

ground“explain. this ‘remarkable stability -
of .achievement and that the causes or °
remitdics’ are 1ot 10 be found within the

schools. It 1s the siudcnt who has failed
(or succeeded), and the !cpchcr. the in-

struction, the curriculum, - or the sthoot .

“are-not 1o be held rcsponslblc.

I ConltaSl o ety uscd for gradmg'
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- evigdence-as an integral part of the forma- -

»p

| “When formative tests and-Cortcétive proccdurcs are.
used .. . as high as 80% or 90% ‘of the students ‘are able to
) .. reach the-mastery standard. . . .”" -

s

™

»

and judging is the use of tests and other

uon of the dearning. Formhuive tests are
used primatily as feedback, to inform the
student about what he has learned well.
and what he still needs 1o learn. When
fecdback is provided in relation 1o correc- -
tive procedures 1o help the student correct
the learming, then with additional time
and hclp most students do reach the sian-
dard of achicvement set by‘the teacher,
Typically, t€achers use,a parallel form-
ative test (0 determine ‘when the student

the ser standard. Various studies have

(4

4 .
- example of cyberneti¢ feedback-corrective |

procedures -necessary for almost all hue
man activities, In tytoring sitaations the
onc-1o-one relatiop provides so many cues
that the feedback-corrective proceds is
almost a natural interactive ¢xchange be- *
(ween tutor and tutce. However, group
learning is central in the schools, and it is'
difficult to provide adequate, feedback:
correctives for the teacher andahe 30 or so
learners in edch classroom, As a result,
tiruch teaching may take place with inade-

quate learning on the part of many of the -

corrective procedures cdn be €ffective as

has completed the corrective process to - students. Periodic ifomiiivg testing and

found that if 20% of a group of students
reach the mastery standard on a formative
test given at the end of a particular learn.
ing rask, then with an hour or two of cor-
rective effort most of the students feach

~ the same mastery standard, when they are

retested on a parallel formative test,

When formative tests and corrective
procedures are used in this way over a -
series af learning tasks, thie proportion of
students feaching the mastery standard
(before coriectives) ncreases on cach sub-
scquent task until as high as 80%% or 90,
of the students are able 19 reach the
mastery standard on the final learning
tasks in the series. The amount of correc-
tive help needed becomes smaller on sue-
cessive learning tasks, until only a few
students need such corrective procedures.
The students appear to be *‘learning to
leatn.* S .

This use of formative tests insures that
most of the students have the necessary
cognitive prerequisites 1dr each new learn-

one way of insuring that eXccllent learning
takes place. However, inthe long run, the
basic problem of group learning is t6 fuid
ways of providing feedback-corrective
processos ae an intogral purt of the vine-
room lca‘ching/lc:iming interactions.

Teachers vs, Teaching:

Over the ba_st four decades .there has

been a great deal of research on teacher 4

characteristics and their relations with stu-

" dent learning. This research has been con-

cerned with such variables as the age of
the teachers, their traimng, teaching ex-
perience, membership in teacher organiza-
tions, -personality and attitudesaand even
performance on achievement tests relared
to their field of tcachuig. In general, the -
relationship between teacher characleris-
tics and student learning has typically

been represented by correlations of lesy

than +.20. Researchers in the past may.
not have selected the right teacher charac-

ing task, that students have increased in-. feristics for study, However, based on the

terest in Jearning and greater confidence

in their own ability'to learn, and that they

use more of the classroom time to engage
actively in the learning process. !
Formauve tests are also useful in help-

ing the teacher determjne which aspects of |

the learning task were learned well by the ™
majority of the students and which were
learned poorly by most of the students. -
This gives the teacher feedback in order to
determine which ideas ‘and skills need 1o
be reviewed or retaught in a different way =

i the majority of students -are to learn .

them t0' a high standard. The major
change.js that teachers do less in the way
of judging and grading students on what

 they had learned by a purticular date dnd

~learns What he oF she necds s prepatation

- fechve process may be considered asan -

they do more 10 see 1o it that each student

IQ,I ghc nc'.gl lc._’\rning‘m'sk(_s)_ RN
- Formative testing in yelation 1o the cor--

-

research. done to daie, we may conclude

‘that the characteristics of teachers have
litle to do with the learning of their .

“Students. And, even if they did show

higher “relations, most of the character-

istics of teachers studicd so far are static

variables not directly alterable by inservice

or othet teacher training programs.

" Different from these many studies of

teacher characteristics is the more recent
research on the qualities of teaching that

have a direct causal relation with student

learning in the classroom. This research
on the qualities of teaching (rather than

_on qualities of the reachers) capsists large-
1y of .observational and “experimental

studies of teachers interacting with their-
students, Although there are many ways _
of doing this research, the theoretical ap-

. proach of John Pollard and Neal Miller

has been found very useful, Dollard and -
Miller have emphasized thice mdjor char-

MeGraw 1l 1930).

acteristics of all tcaching: cues, reinforce-

e e s i

‘ment, and participation.® Ciies includé in:

“struction as to what is (0 be learned as well

as directions as'10 what the learner is to do
in' the learning process. Much of the re-
search selates student learning to the clar-
ity, variety, meaningfulness, and strength
of-the explanations and directions provid-

cd by the teacher and/or the instructional
material. Reinforcement includes the ex-

tent to which the student is rewarded or

reinforced ig his learning. Much of the

tescarch relates student” learning to the

variety of reinforcements provided, the

frequency with which reinfarcement is

used, and the amount and_kiad of rein-.

foscemeiit given to different students in
the class. Participation includes i exigni

to which the student actively participates
or ongugol Ih the feurning, ‘the ressnreh

relates student learning to the extent to
whica he actively participates in using the
cucs, makes appropriate responses, and

practices the. responses until they have.

become a part of his fepertoire. The re-
scarch also includes the extent to which
" the instructor- and/or the instructjonal
method engages the different students in
the class in overt as well as covert par-
ticipation and response to the learning.
“Observations of teacher -ihvrgcllio_n

with students in the classroom reyealthat .

teachers frequemtly direct their ieaching
and explanations to some students and ig-

nore others. They give much positive rein- -

forcement and encouragement to some
students, but not to others, and they en-

courage aclive participation in the class- -

room interaction from some students and
discouragc if from others. The studies find
that typically the students in the top third
of the class are given the greatest attention
by teachers,{while the students in the bo-
tom third receive the least attention and

.support, These differences in the inter- -

~ action between teachers and students pro-
vide some students with much greater opy- -
portunity and entouragement for learning’

than is provided other students in the
same elassroom. © - . :
' Th;s_e qualities of teaching are alter-

" able as a result of inservice education that
Pprovides teachers with feedback on what -
- they are doing (or not doing) and what

they can do 10 alter the situation. Studies
have found .that when thése integactions
of teachers with their students are altered,
there are sigmificant improvements in stu-
dent learnipg.” - o
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cundutmns of learning for some students
in the class than for others, Generally,
they arc under the impression that all stu-
dents are given cqual opportimty mri
fearuing.. When teaghers sue helped. to
secure a more auui.nc picture: of ther
owh teaching incithods and siyles of inter-
action wih thar stadents, they are in-
creayingly able 1o provide favorable learn-
1ng conditions for most of their. students,
rather than just for the top Imulon of the:
class,

As the quahties of teaching bcmmc
more central than the characteristics of
the tcachers, we shall sce more cleadly the
kinds of training that can improve teach-
ing and Jearning. We shall also see more
clcarly the varniety of conditions that ¢an
serve in the teaching/learming process.

. Yutors, aides, parents, and even othet stu-

-

dents can be helpful i promonng learn-
ing. New matenals and miedir, new or-
ganization of classroons, and new rela-
tions between teachers and students will
be seen as important in conmbunng to
learning.

Parent Status vs. Home Environment

Teachers and rescarchers have long
Loown that chitdren trom some homes
Icarn better in school than children from
other homes in the same communities. In
genceral, learntng in the schools has been
found to be related Yo the education and
oceupations of the parents, to the social
class und socioccononmie status of the par-
ents, and to memberstup in particular
cthnic groups and races. Studies of socio-

‘econonmc status (which mnclude parent

education, dccupation, aid income) re.
veal correlations “of + .30 10 + .50 be-

- tween such indices and measures of schipol

-

achicvement.  While such stuthes do
demonstrate - significant " elfects of  the
ho:ne on schoot achicvenient, they are not

ryery helpfut to the schools or the parents,

because these chatacteristics are not alter-

able. There is httle the school or the par- -

ents can do to alter their level of educa-
ton, occupation, income, or cthme char-
actesistivs. Winle such studies may be of
some slight value for predicting levels of

Jearning of groups of chikiien, they offer

no specific clues as to what the schaols or
the parents can do to improve their chil-
drean's learning.

In contrast to these carlier studies of
the charaeteristics of paents are the more
recent stuches that emphasize what par- -
ents do in interacting with thewr children.

- These studies use interviews and observa-

tonal techniques to investigate the en-
vironmental . process  variables . in the
homes — the imeractiony between chil-
dren and their parents, Some of the home

“Cnvironmental prucess vanables that ap-

Pear to be most signiticant are: contribu-
bon of the humerto desélupiient of the

Mother tongue, ehcoutagement of the ~

‘w-\,..u [17] BTRN 'u\umu‘. Pluve g, ;.ra
help in leatning when the child inost nr-ds
it, and ways in which time and spacc are
organized in the home. Sugh variables,
when combined, corcelate’ +.70 to + .80
with measures of schood achievement, In |
»general, the correlutions are highest with
schoot achigvement inml\zng geading,
vocabulary, and problem sofving and tow-
est with spelling and arithincetic computa-

tion. These results suggest that the home .

has greatest- influence on the language
- development of the child, his general

" ability to Iéatn, and his motivation to

Jearn well in school. The home has least
influence on spcc: ic skills taught ptimnn-
ly i the schoot,

ttis clear that when the home and the -

schoul have congrucnt lcarming emphases,
the child has hule difficulty in his later
school learning. But whent the home and
the school have divergent approaches to
life and to learning, the chuldys likely o be
penaheed sc\crcly by the school —— es-
pecially when' school atiendance is. re-
quired for 10 of more years.

In recent ymrs a large number of
studies have attempted to alier some of
these process variables in the honte. These
studies have made use of home visitors,
special courses for parents, and parent in-
volvement in the schools for bnef periods

u Clluiplxul ]

“Yes, my ohildd has learned a ol Sfrom
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be used at varjous points in the child's
development. The rescarch makes it clear
that many of these prpcess variables are
alterable, wnd the cffects of such altera-
_tions on the children's school learning are
very great.
Even when these variables cannot be

altered in the home, a knowledize of the .

home envitpnmental process vanables

furnishes a basis for programs of .catly . .

¢hildhood and paimary education that can
compensate for partucular deficiencies in

the home. The major point to be madé is
that there is a curriculum and (caching -

style in each home and that it is the varia-
tions in the home cusriculum and teaching
that account for much of the difference in

‘children’s preparation for the learning

tusks in the school:

Summary

M we are convinced - that lutle or
nothirtg can be done to improve the learn-
ing of individual students, then our major
effdort must be invested in predictin
schoo! achievement and classifying chil-

dren at an ecarly age, Stabie vanables are_
ideal for this purposc. Such eftorts resi 't

in a school systegn that is quite effecting
for a small proportion of the students

while at the same time 1t dooms most

studénts to a-deep sense of inadequacy
and a dishke foy sckool and school learn-
ing. Such a school system must invest
much in the way of human and maierial
tesources with very small returns to the
soctety or to the majority of its students.

I we ate convinced that a good educa-
tion 1y necessary for att who hyve i modern
soctety, then we must scarch for the alier-
able variables that can make a difterence
it the learning of children and adults in ur

. out of the school. Such alterable variables

will do much ta explain the learning proc-
ess, and they will do even more (o directly
improve the teaching and learning proc-

“esses in the schools. Our basie research

task is to further understand how such
alterable variables can be aliered and their
consequent effect on s(udcms teachers,
and learning. .

The small number of .alterable vari-
ables 1 have discussed here are only a few
of the variables that have alicady been
stipdied by researchiers and used by teach-
crs. These have already made a great dif-
ference in our understanding of school
learning. But, also, they have brought
about major changes in. our views of
learners and their amazing potential for

- learning. § hope that this small list will be

rapidly expianded in the 1ext decade and
that they will become equally central for
teachers, parents, and researchers, When
they are thoroughly understood and well
used, they will bring about the most pro-

sfound changes in the schovls and 10 the
saciety, e )
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